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ABSTRACT 
As the title of the present study suggests, there are 
three aspects in the study. These are Internal Assessment, Oral 
Test and Communicative Approach to Testing. The main aim of the 
study is to assess the authenticity of internal assessment. The 
study points out the advantages and disadvantages of internal 
assessment. It also points out the problems faced by the tester 
when the oral test is conducted in the internal assessment setting. 
The idea behind the internal assessment is that a teacher is 
the tester of his students. Internal assessment provides an 
opportunity to assess all the educational activities of the student on 
the campus. Day-to-day activities of the students and their progress 
cannot be assessed at the end of the session and by an external 
examination system. It is possible only when the assessment is 
done internally at the institution and when the assessment is 
continuous during the course of time. 
Oral ability of a learner is progressive. It is not possible to 
assess this progressive ability at the end of the course. It is possible 
only when the assessment is internal and continuous in the whole 
session. Real direct test of a learner's oral performance would 
require observation over a period of time. But, there are some 
problems testing oral ability in the internal assessment setting. 
There may be lack of physical facilities, lack of people needed for 
the test or even lack of time. 
Communicative approach to testing tries to solve the 
problems that arise in the oral test in the internal assessment 
setting. Communicative language test is that which makes an effort 
to test language in a way that imitates the language used in real 
communication. It helps in the selection of the authentic tasks and 
the authentic and valid elicitation techniques. The communicative 
approach also provides a more valid and reliable criteria for scoring 
the oral test. 
The findings of the investigations are organised under the 
following chapters: 
Chapter-1 introduces the present study in brief. It deals with 
the aims and scope of the study. It also deals with a brief survey of 
literature in the field of language testing. This chapter focuses on 
the methodology and hypothesis of the present study. 
Chapter-2 deals with Internal Assessment. It discusses the 
theory and need for internal assessment; the basic principles 
underlying internal assessment, advantages and disadvantages of 
internal assessment; scoring procedure in internal assessment; and 
internal assessment in different universities in India. 
Chapter-3 concentrates on Oral Test: elicitation techniques 
and scoring procedure in oral test; physical facilities required for 
oral test; recording oral test; comparison of oral test to other test 
modes; oral test in internal assessment; and problems in oral test 
when conducted in internal assessment setting. This chapter tries 
to analyse all the aspects in detail. 
Chapter-4 focuses on the theory behind Communicative 
Approach to Testing. It deals with the need for communicative 
approach to testing; basic principles underlying communicative 
language testing; design of a communicative test; issues in 
communicative approach; communicative approach to testing with 
reference to different types of test communicativeness in the oral 
test; and communicative approach to testing in internal 
assessment. This chapter discusses all the topics in great detail. 
Chapter-5 analyses the data collected from a sample test. 
This chapter tries to assess the validity of the objectives and 
hypotheses of the present study. 
Chapter-6 briefly concludes the present study and suggests 
some measures to apply in future in the field of language testing. 
^ , . ^ \ » ^ * ^ ^ ^ ^ ^ ^ 
>A n ' 
T' S7/3 U 
• ' , v 
PITFALLS OF INTERNAL ASSESSMENT THROUGH 
ORAL TEST MODE : PROBLEM-SOLVING THROUGH 
COMMUNICATIVE APPROACH TO TESTING 
THESIS • 
SUBMITTED FOR THE AWARD OF THE DEGREE OF 
IN 
, . ENGLISH ^^ ^ 
i -'• ^ < V ' i 
? ' ^ * • B Y • ' ' • ? 
MD. MOJIBUR RAHMAN 
Under the Supervision of 
PROF. AMINA KISHORE 
DEPARTMENT OF ENGLISH 
ALIGARH MUSLIM UNIVERSITY 
ALIGARH (INDIA) 
2002 
^ ^ ' ' . . n , ' ; lOi U l -^ ^ 
)v- . - , .^n!e 
• . . * • • 
^ 5 Ji / 2[D5 
V f ft! 
T5913 
e€li^€i/te^ 
I rot. ^^mina _J\i6kore 
Phone: 
0571-2700920-22 
Ext. 339 
Department of English 
Aligarh Muslim University 
Aligarh-202002 (India) 
This is to certify that Mr. Mojibur Rahman's Ph.D. thesis 
entitled "Pitfalls of Internal Assessment Through Oral Test 
Mode: Problem-Solving Through Communicative Approach to 
Testing" is an original work to the best of my knowledge and is 
fit for submission for the degree of Doctor of Philosophy in 
English. 
(Prof. Amina Kishore) 
Supervisor 
^^£^/^ 
ACKNOWLEDGEMENT 
p/iaises' ^W tpf^^oA^ vuJio/ keip^ me/ el&uxaU^ to/ ccunfzlete/ 
ike/ present/ vuuonh/. '^n/ tAe/ pA^efia/iatUuv ap tAe/ p/ieserU/ sUuli^, 9 AoAxe/ tecelueJ/ 
sufzpo/U/, Aeltz/oncl/enuuua^^nieni/pioni/m^ieacA&iS', ptlends/and uuelt ud&Ae^S'. 
Iflu/ inieltecluai' deils' aie' lo/ nu^ '^h/.^. sufieuilsan/, ^lo^. S>^muui/ 
'^Cc<sAcpie/, vuko/ha&z noV'^u&V (i^een/trruy (jMide/and/mj(mJ^^ 
time/ and adulce/ ^1/ m/O/ve/ qxmenou&uj/ tAan/ nm/ o^lciat duUj.' dxunandexl, (mi/ nas' 
alsQ/ encowuK^^ m^ Uv m/in(j/ waij&'. 
"5 am/ iAank^ut to/ ^za^ Ja^Aai/ ^/^liaA/ yCAan/, 'KAai/unan, 
^efza^tmerU/ of ^n^jU&A/, vako/ ka&' (uum/ [xeuj/ kind In p/voKiuUixq/ me/ ait official 
assistance/. 
Special iAanks' aie/ ai&o/ due/ to/ ^za^. S. ^Wu^^x^' '^^ussain/, ^lo^. 
cP^*% '^Cu/umi/and ^f. 'r^i^M/ta/u ?(Aa/Pwko/ ka^o kelped and encawvac^ed/ 
me/dating m^'^k/.^. 
'^1/ uioutd kaue/ ^eerv atmosV Unfzoss m42/ Ui/ cazu^ out/ ike/ p^e&enO 
&tud(j/ uiUAaut/ tAe/ assistance/ o^- the/ sta^.- mxunA&iS' of Iflaulana/ s4zad 
'^'lA/uiti^, Seminal/ '^iA/vauy ap ^efui/iUnent' ap *^nflisk/, Semina/t/ '^liiA^tui/ 
ap ^epaztmeni' op 'linguistics' and Seminai/ '^iAiai^' at- ^epatUnenl' op 
education. ^fU^deAtS' axe/due/ to/alt tke/ leseazcAes' done/ 'wv '^ndixv and In oiAen/ 
couni/iies' Uv tAiS' azea. 
9 am/ tkankpil to/ mij/ '^Unctes', pami^ S>(/wted and '^^a^ s4AAla^, 
uxko/ kaue/ supported m/C/ pnanciaili^ dwiin^ studies', ^ke/ acknatAiledacmeni 
uiill lemxxin/ iruuunpieie/ uiitkoui tke/ mention/ op m4j/ &yiolAe^ and si&te/tS' 
especialtij/, '^^adi^iu/ '^^^oA/rum', vuko/ kas' cansistenilt^ lem/iined a/ source/ op 
Utspi/uiiian' and st/vencflk/. S)^du6 '^Ca^am/ s4zad ^-^xuniiuiGyv ^toiessianal) 
dese/uxes' mAj/ ^ Aatitude/. 
CONTENTS 
Acknowledgement 
Chapter-1 Introduction 1-20 
Chapter-2 Internal Assessment 21-83 
2.1 Internal Assessment 
2.1.1 Need for Internal Assessment 
2.1.2 Basic Principles 
2.1.3 Design of Internal Assessment 
2.1.4 Scoring Procedure in Internal 
Assessment 
2.1.5 Advantages and Disadvantages 
of Internal Assessment 
2.2 Comparison of Internal Assessment 
in AMU to other Universities in India 
Chapter-3 Oral Test 84-131 
3.1 Oral Test 
3.1.1 Recording Oral Tests 
3.1.2 Who does the Learner Speak to? 
3.1.3 Elicitation Techniques and Scoring 
Procedure in Oral Test 
3.2 Comparison of Oral Test with Written Test 
3.3 Oral Test in Internal Assessment 
Chapter-4 Communicative Language Testing 132-180 
4.1 Communicative Approach to Testing 
4.1.1 Ne«d for Communicative Approach 
of Testing 
4.1.2 Issues in Communicative Testing 
4.1.3 The Design of Communicative Tests 
4.1.4 Scoring Procedure in Communicative 
Testing 
4.2 Communicative Approach to Testing 
With Reference to Different Types of Tests. 
4.3 Communicativeness in Oral Tests 
4.4 Communicative Approach to Testing 
in Internal Assessment 
Chapter-5 Sample Testing 181-241 
5.1 Introduction 
5.2 Difference Between Traditional 
and Communicative Approaches 
5.3 Test Construction 
5.4 Test Administration 
5.5 Interpretation of Test Results 
5.6 Discussion on Test Results 
Chapter-6 Conclusion and Suggestions 242-249 
Bibliography 250-260 
Appendices 261-266 
CHAPTER- 1 
INTRODUCTION 
The view of assessment carried over from the last century 
is that a learner possesses basic underlying mental traits and 
a test is meant to assess those. A test aims to measure the 
behavioural change in the learner after a quantum of 
classroom instruction has been imparted. But simply a sample 
of behaviour does not provide a perfect measure of all the 
mental characteristics of the learner. An assessment will be 
authentic when the learner's knowledge and performance are 
directly examined. Authentic assessment establishes whether 
the learner can craft polished, thorough, and justifiable 
answers, performance, or products. Conventional assessments 
typically only ask learners to select or write correct responses. 
Language testing is a complex matter. Klein-Braley 
(1981) says: "Language testing involves elements from 
linguistics, from psychometrics, and from language didactics". 
Several factors have to be taken into account in developing 
and applying tests. The purposes of testing are not always the 
same. Language tests may be used for different purposes. 
The concept of language testing is different from that of 
conventional examination. One important feature of languages 
which makes them different from conventional academic 
disciplines is that a language is essentially a set of skills. The 
main purpose of language teaching and testing is to make a 
person able to communicate in the receptive and productive 
mode. 
As the language is a set of receptive and productive skills 
and the purpose of language teaching and testing is to make a 
person able to communicate in the skills, *one-shot' 
assessment or assessment at the end of the course may not be 
fruitful. Language testing should be continuous. Here the 
main point is to monitor progress toward intended goals in a 
spirit of continuous improvement. Along the way, the 
assessment process itself should be evaluated and refined in 
the light of emerging insights. 
It is difficult and sometimes impossible to keep a 
learner's progress report when the assessment is done by an 
external agency. It is possible only when the assessment is 
carried on internally in the institution by the class teacher. It 
is believed that a teacher is a person who knows all the 
aspects about his s tudents . He knows the background of the 
students. He also knows all the strengths and weaknesses of 
the students. He can judge his students ' ability in a better 
manner. 
As the title of the present study suggests, there are three 
aspects in this study. These are Internal Assessment, Oral 
Test and Communicative Approach to Testing. The main aim of 
the present study is to assess the authenticity of internal 
assessment. This study points out the advantages and 
disadvantages of internal assessment. It also points out the 
problems faced by the tester when the oral test is conducted in 
the internal assessment setting. The present study will try to 
suggest some measures to minimise the problems. 
The present study also tries to assess the authenticity 
and applicability of Traditional Approach of Testing and the 
Communicative Approach of Testing to test spoken language in 
the internal assessment setting. The traditional approach of 
testing is tester-oriented. But the communicative approach of 
testing is the testee-oriented. It provides freedom to the testees 
during the test. They can seek clarification regarding the test. 
They can ask questions to their interlocutor. In the 
communicative approach the tester can actively participate in 
the test. He can encourage the testees to perform. On the 
other hand, in the traditional approach tester is merely an 
observer. 
The present study will help those teacher-testers who are 
actively engaged in languages testing. 
OBJECTIVES: 
The following objectives have been set for the present 
study. 
1. To assess the authenticity and applicability of 
internal assessment. 
2. To point out the strengths and weaknesses of 
internal assessment. 
3. To assess the applicability of internal assessment in 
oral language testing. 
4. To point out the problems in oral language testing 
in general and in internal assessment setting in 
particular 
5. To suggest some measures to minimise the 
problems faced in oral language testing. 
6. To assess the authenticity and applicabiUty of the 
traditional approach of testing particularly in 
internal assessment setting. 
7. To assess the authenticity and applicability of the 
communicative approach of testing particularly in 
internal assessment setting. 
REVIEW OF LITERATURE: 
Skehan (1998) defines a test as "a sytematic method of 
eliciting performance which is intended to be the basis for 
some sort of decision making, and draws attention to the 
tendency of testers to place an emphasis on care and 
standardization in assessment in the belief that such methods 
of examining performance will have more to contribute to 
reliable measurement than informal assessment by people who 
may be very familiar with particular language users" (Skehan, 
1998:153). This assumption has been at the heart of language 
testing from its 'pre-scientific' stage (Spolsky, 1975), to its 
psychometric - structuralist 'scientific' stage, and reflects the 
view that language can be learned by studying its parts in 
isolation; that acquisition of these components can be tested 
and will successfully predict performance levels. The learner 
can be relied on to reconstruct the components in meaningful 
situations when necessary. Integrative testing claimed to come 
from a sounder theoretical base (Oiler, 1979a), but theorists 
such as Alderson (1981a), Morrow (1979) and Carroll (1980) 
continued to be concerned with usage rather than use 
(Widdowson, 1983). Kelly (1978:245-6) points out that it is 
possible to develop proficiency in the integrative test. Indirect 
tests cannot diagnose specific areas of difficulty in relation to 
the authentic task. Such tests can only supply information on 
a candidate's linguistic competence, and have nothing to offer 
in terms of performance ability (Weir, 1998). 
A consensus that "knowledge of the elements of a 
language in fact counts for nothing unless the user is able to 
combine them in new and appropriate ways to meet the 
linguistic demands of the situation in which he wishes to use 
the language" (Morrow, 1979: 145), led to a perception that it 
would be preferable to test the ability to perform in a specified 
sociolinguistic setting (Spolsky, 1985). Based on the work, of 
Hymes (1972), Rea (1981), Morrow (1979) and Canale & Swain 
(1980), the emphasis shifted from linguistic accuracy to the 
ability to function effectively through language in a particular 
context or situation. Communicative testing was adopted as a 
means of assessing language acquisition. For Canale 85 Swain 
(1980), testing communicative language ability included 
grammatical competence, sociolinguistic competence and 
strategic competence. Canale (1983) updated this to a four-
dimensional model -linguistic, sociolinguistic, discoursal and 
strategic competences, while Bachman (1990) saw it as 
consisting of language competence, strategic competence and 
psychological mechanisms. The relationship between the 
various competences and the way they are integrated into 
overall communicative performance are all in need of 
clarification, and such models are themselves in need of 
validation Skehan (1988) articulates the dilemma of 
communicative language testing at the end of the 1980s: "what 
we need is a theory which guides and predicts how an 
underlying communicative competence is manifested in actual 
performance; how situations are related to one another, how 
competence can be assessed by examples of performance on 
actual tests; what components communicative competence 
actually has; and how these interrelate .... Since such 
definitive theories do not exist, testers have to do the best they 
can with such theories as are available" (cited in Weir, 1998). 
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The Canale 86 Swain (1980) framework is seen by Skehan 
(1998) as neither practical nor comprehensive (Cziko, 1984), 
possessing no systematic basis, and unable to advance 
prediction and generalization in any substantial way, a 
problem that was addressed in later developments (Bachman, 
1990; Bachman and Palmer, 1996) by application of 
categories to real contexts. The Bachman (1990) model still 
lacks a "rationale founded in psycholinguistic mechanisms and 
processes which can enable it to make functional statements 
about the nature of performance and the way it is grounded in 
competence" (Skehan, 1998). 
Bachman's model (1990) uses familiar empirical research 
methods in which data is perceived in terms of the underlying 
structural model, to infer abilities via a static picture of 
proficiency based on the assumption that there are 
competence-oriented underlying abilities made up of different 
interacting components. On the other hand, cognitive theory 
assumes that second language performers, faced with a 
developing interlanguage, and performance pressures such as 
fluency, accuracy and complexity, do not draw "a generalised 
and stable underlying competence" (Skehan, 1998:169), but 
allocate limited processing attention in appropriate ways, 
drawing on parallel coding systems for efficiency of real-time 
communication. With this view, Skehan (1998) proposes a 
construct of 'ability to use', which would allow a processing 
competence to operate and to be assessed, and advocates the 
use of tasks as a central unit within a testing context. 
McNamara (1995; 1996), following Kenyon (1992), provides a 
model of such multiple influences on test performance, in 
which the learner handles the fluctuating communicative 
demands through a- processing competence. In Skehan's 
expanded version of McNamara's model, assessment of 
competences and ability for use involves^ generalised 
processing capacities and meaningful language use, with tasks 
being central to predictions of performance and generalizations 
across contexts (Weir, 1998). Skehan sees the conditions 
under which tasks are performed and the way conditions 
interact with performance as "a fertile area for research" 
(1998:177). 
Kohonen (1999) extends Skehan's task-based framework 
(1998) and proposes authentic assessment as a process-
oriented means of evaluating communicative competence, 
cognitive abilities and affective learning, using reflective forms 
of assessment in instructionally relevant classroom activities. 
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Here he is seen focussing on curriculum goals, enhancement 
of individual competence, and integration of instruction and 
assessment. 
Underhill (1987:5) states: "Language testing has 
developed enormously in recent years and has absorbed many 
other influences of a more pragmatic nature. We no longer 
believe that there is a single scale of language proficiency. 
Anyone with any experience of oral testing in particular will 
know that oral ability cannot be forced into such a mould. But 
the criteria we use for evaluating tests still favour the 
statistical assumptions of the mental testing heritage, and the 
result is a strong bias towards mechanical tests and against 
the human face of oral tests ... A good oral test allows learners 
to be treated, and to behave, like ordinary human beings, 
Oral language test has developed tremendously from 
Lado's paper-pencil test (1961) to free speaking. Very few 
works has been done in this field. Some agencies are engaged 
in developing and operating oral tests. These agencies are 
Foreign Services Institute Oral Interview, University of 
Cambridge Local Examination Syndicate, Association of 
Recognized English Language Schools Examination Trust, 
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Royal Society of Arts Examinations in the Communicative use 
of English as a Foreign Language, Educational Testing 
Services, etc. 
Language tests can be conducted at two levels : External 
examination setting and internal assessment setting. Internal 
assessment is assumed to be continuous in the course of time. 
In India little effort has been spent on language testing 
as a discipline. Some of the agencies participate to develop 
modern techniques of language testing suitable to the Indian 
situation. A few decades back very few institution included 
oral language testing in their curriculum. Now the situation 
has changed and oral language testing is being used in most of 
the institutions in India. Some of the agencies and institutions 
such as Central Institute of English and Foreign Languages, 
Hyderabad; Central Institute of Indian Languages, Mysore; 
ELTIs; National Council of Educational Research and Training; 
Central Board of Secondary Education; University Grants 
Commission, Association of Indian Universities, etc. are 
actively engaged in developing valid and reliable tests. 
In 1954 Bihar Board introduced internal assessment for 
the first time in India. This idea was mooted at the national 
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level in a seminar on examinations organised in Bhopal in 
1956. As a result of the discussion in the seminar many 
boards and universities also introduced internal assessment in 
1964 (Mishra, 1975). 
The National Policy of Education, 1968 and 1986 
emphasised on the introduction of internal assessment in 
educational boards and universities in India. A lot of work has 
been done in this regard. A 'Monograph on Internal 
Assessment for Universities' by Association of Indian 
Universities is a worthwhile investigative document in the field 
of internal assessment. 
METHODOLOGY: 
The present work is not designed as an experiment to 
prove but to analyse the validity of the objectives and 
hypotheses set for the present study. The researcher tries to 
assess the validity and applicability of the objectives and 
hypotheses through the secondary sources and by primary 
evidence. For collecting primary data two questionnaires were 
served. One questionnaire was served to teachers and the 
other to students. The findings were tabulated and analysed. 
After analysing the data the researcher finds that the findings 
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are not sufficient to assess the validity of the objectives and 
hypotheses for the present study. Then the researcher collects 
the data by conducting a test, which is oral in nature and 
conducted in an internal assessment setting. 
The test was conducted with two different approaches -
Traditional and Communicative-to show the differences 
between them and also to show the applicability and the 
authenticity of the approaches particularly in the internal 
assessment setting. The test is conducted with the same tasks 
for both the approaches. The tasks are the same, but the 
format, the language used in the task and the testing/eliciting 
techniques are different in the two approaches. 
The test has been administered to undergraduate 
s tudents in Aligarh Muslim University, Aligarh. The students 
are from compulsory English background in the Faculty of 
Arts. It is supposed that the facilities available to the 
students, and the social and language background of the 
students in Aligarh Muslim University is almost the same as 
the rest of the students in different universities in India at 
undergraduate level in compulsory English classes. The test is 
given to twelve students of the same age and the same level. 
For determining the level of the students, a learner profile was 
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made for each student. At the undergraduate level in 
compulsory English classes the language level and background 
of the students are almost the same. 
The twelve students were divided into two groups of six 
s tudents each. One group was tested according to traditional 
approach and the other was tested according to 
communicative approach. 
The data collected from the two approaches were 
tabulated and analysed separately. The results of the two 
approaches were interpreted separately. At last the results 
were compared and discussed to show the differences between 
the two approaches and to check the better applicability of one 
approach in internal assessment. 
HYPOTHESES. 
The hypotheses set for the present study are: 
1. That internal assessment setting is more suitable 
for testing oral language. 
2. That the communicative approach is a suitable 
approach for testing oral ability of a learner. 
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3. That the communicative approach gives a more 
reUable scoring. 
4. That the communicative approach is suitable in 
internal assessment setting. 
The findings of the investigations are organised under 
the following chapters: 
Chapter-2 will deal with the Internal Assessment. It will 
discuss the theory and need for internal assessment; the basic 
principles underlying internal assessment, advantages and 
disadvantages of ir^ternal assessment; scoring procedure in 
internal assessment; and internal assessment in different 
universities in India. 
Chapter-3 will concentrate on Oral Test: elicitation 
techniques and scoring procedure in oral test; physical 
facilities required for oral test; recording oral test; comparison 
of oral test to other test modes; oral test in internal 
assessment; and problems in oral test when conducted in 
internal assessment setting. This chapter will try to analyse all 
the aspects in detail. 
16 
Chapter-4 will focus on the theory behind 
communicative Approach of Testing. It will also deal with the 
need for communicative approach of testing; the basic 
principles underlying communicative language testing; design 
of a communicative test; issues in communicative language 
testing; scoring procedures in the communicative approach; 
communicative approach of testing with reference to different 
types of test; communicativeness in the oral test; and 
communicative approach of testing in internal assessment. 
This chapter will discuss all the topics in great detail. 
Chapter-5 will try to analyse the data collected from a 
sample test. This chapter will try to assess the validity of the 
objectives and hypotheses of the present study. 
Chapter-6 will briefly conclude the present study and 
suggest some measures to apply in future in the field of 
language testing. 
17 
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CHAPTER-2 
INTERNAL ASSESSMENT 
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2.1 Internal Assessment 
An examination is conducted after the instruction has 
gone for sometimes over a month or even a year. Usually, 
the question paper contains a few items only. They may not 
represent all the skills taught during the course. Therefore, 
while they have their utility, they cannot be taken as 
accurate measures of a t ta inment . 
A teacher needs to know exactly where the s tudent 
s tands in terms of learning. But he cannot always wait till a 
formal examination is conducted. Thus he will do well to use 
small representative quest ions related to his subject matter 
to get a feedback from the s tudents . In this manner , the 
s tudent also can be informed about his a t ta inment as 
precisely as possible. 
Generally speaking, external university examinations 
serve the purpose to gather information about the 
performance of the s tuden t that may be used to decide the 
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suitability of a s tudent for a subsequent course. The 
s tudent is judged whether he is pass or fail. 
Our university examinations, as they function now 
whether at the end of a year or at the end of a semester, 
assess abilities like recall of facts, recalls of principles, use 
of numerical data, construction of hypotheses, assessment 
of hypotheses, design of experiments and coherent 
communication. But restricting the measurement of a 
s tudent ' s abilities to the use of a single technique may well 
mar the value of the resul ts . If what const i tu tes a t ta inment 
in any area of the curriculum is set down, then the need for 
multiple measuring ins t ruments becomes obvious. It is 
definite that the outcomes of courses of instruct ion consist 
of more than the ability to recall and use information. 
Rather they involve the acquisition of a range of abilities 
and skills and the development of certain behaviours. 
Outcomes of teaching/ learning other than cognitive 
development are development of disciplined working habi ts , 
acquisition of study skills, es tabl ishment of interests , 
development of aesthetic taste, social sensitivity and 
inculcation of social a t t i tudes . 
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The teaching/ learning activities influence all aspects 
of behaviour. They include cognitive, affective and 
psychomotor domains. The end of a course examination is 
not sufficient to measure all these aspects . 
The terminal essay examinations, requiring extended 
written responses to quest ions, measure only one aspect of 
behaviour associated with cognitive abilities alone. But 
learning of any kind influences all aspects of behaviour 
including affective and psychomotor domains (Bloom, 1956). 
The end of course examination tells us about s tudent ' s 
memorisation. It gives information how much a s tudent has 
scored, but not how it is scored. It does not provide 
information about whether a s tudent has actually learnt. 
These are certain activities which cannot be assessed 
without cont inuous monitoring. Ebel (1979) has rightly said 
that to make the best possible use of educational facilities 
and s tudent talent, it is essential that progress be watched 
carefully and reported as accurately as possible. 
Assessment can be seen as an ongoing process in 
which teachers assess s tudent ' s performance to monitor 
progress, determine s t rengths and weaknesses, and 
correspondingly devise ways of assist ing s tudents in making 
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further progress. Such information on student progress, 
strengths and weaknesses is equally useful to teachers, 
parents and students in planning follow up action for 
remedial, reinforcement or enrichment purposes. 
Assessment of this type can be conducted informally 
through means such as marking, and providing feedback on 
students' assignments, observing and recording individual 
students' participation and performance in class as v>^ ell as 
engaging students in discussions with the teachers about 
their own learning. The assessment can be carried out over 
a continuous stretch of time as teaching and learning are 
taking place; and serves primarily a formative purpose. 
Internal assessment is internal to the institution and 
students are assessed by the teacher who taught the 
subject. Chauhan (1993) says that internal examination is 
conducted by teachers who teach; it may or may not be 
continuous or formative and may be terminal and 
summative. The essential characteristic is that it is 
conducted by the teachers responsible for teaching the 
students being assessed. It is continuous because it goes on 
during the entire course of instruction involving 
maintenance of cumulative record of the progress of the 
25 
pupils. It involves both periodic tests and on going 
classroom observations by the teacher concerned. It is 
' internal ' because no external agency is involved in the 
process, and the evaluation is carried out only by teachers 
who teach. It is 'evaluation' because it supplements or 
complements the functions of external and terminal 
examination. Chauhan (1993) defines continuous internal 
evaluation as: 
"An ongoing process of gathering such 
information about pupils by their teachers 
throughout the course of instruction, as 
could provide feedback for improving 
efficiency of learning and for making long 
term decision." 
Chauhan (1993) derives some characterist ic features of 
cont inuous internal evaluation from the above definition. 
These are as given below: 
1. It involves both ongoing observation and periodic 
testing by teachers who teach. The planning for such an 
assessment should be made at the beginning of the course. 
It is a cont inuous updat ing of judgements about 
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performance in relation to certain criteria tha t may allow 
cumulative judgement at a later date (Firth and Macintosh, 
1984). 
2. Its main purpose is to provide feedback to both, 
teachers and s tudents for improvement of teaching-learning 
process. Rogers (1978) has likened cont inuous assessment 
to the progress of a missile that moves to its target, and 
rarely follows the path originally planned for it. Its course is 
constantly monitored and modified by the feedback received 
from its previous path. 
3. It serves both formative and summative purposes; 
formative in the sense tha t it is used to improve instruction 
and summative because it is used to supplement or 
complement the final examination resul ts . Its contribution 
to final examination makes it a more reliable and valid 
measure of s tudent ' s performance. 
4. It is not a subs t i tu te for final or terminal 
examination. It only acts as a supplementary means to 
improve the dependability of final examination organised by 
the university at the end of the course, though, its 
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effectiveness in this regard depends on the way it is 
organized. 
5. It is a process of management of instruction. Both 
the teachers and s tudents are aware of their progress and 
receive timely signals of feedback. It reduces anxiety s t ress 
and tension at the final examination. Both teachers and 
s tudents feel a greater sense of responsibility. 
2.1.1 Need for Internal Assessment 
Teaching-learning process is a progressive process. 
One needs to know how much one has learnt in the course 
of time. The teacher also needs to know how much the 
s tudents grasp from his teaching, because a teacher uses a 
method to teach; and if the method is not sufficient for the 
s tudents then he has to change the strategy of his teaching. 
The teacher or the s tudent cannot wait till the end of the 
session to know the progress. There should be a system 
internally to check the progress of the s tuden ts time to time. 
Chauhan (1993) has said tha t the purpose of 
evaluation is not j u s t to issue certificates or degrees to 
those who score certain percentage of marks , it is something 
more than that . The purposes are fourfold: (a) to collect 
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information regarding a wide range of pupil characterist ics, 
to be used as feedback for making decisions; (b) to maintain 
a cumulative record of pupil 's progress in learning; (c) to 
provide information for teachers to assess and improve their 
own effectiveness; and (d) to inform teachers and parents 
who have to take decisions about the pupils. A single end-
of-the-course evaluation cannot serve all of the purposes . It 
needs a comprehensive and internal system of evaluation. 
The evaluation should be continuous because a teacher 
needs to know how much his s tudents have achieved in the 
course of time. 
According to the Research Cell, Association of Indian 
Universities, the basic argument for cont inuous internal 
assessment arises out of the rather fragmentary na ture of 
much of our present day assessment . Assessment in one 
sense is an analytic process. In order to assess each 
individual s tudent as objectively as possible, it is necessary 
to break down the s tuden ts total performance or total 
behaviour pat tern in relation to a part icular course of study. 
This task can be performed through a precise s ta tement of 
objectives which sets down the abilities, skills and 
behaviour expected of s tudents at the end of course. There 
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is a flaw in this approach. No single aspect of a s tudent ' s 
behaviour can be understood without reference to the total 
behaviour pat tern. A way of redressing the balance is 
through cont inuous assessment carried out by the s tudent ' s 
own teacher who is in a unique position to see the s tudent 
as a whole person as well as to help with the assessment of 
his progress analytically. For the sake of validity, it may be 
argued that the process of assessing a s tudent ' s progress 
should be cont inuous. In this sense written tes ts , oral 
questioning and discussion, projects, reports, class work, 
homework, etc., are all considered to be assessment 
measures . Continuous assessment in one sense simply 
means gaining more and better information about the 
s tudent and using this as the course develops. At the outset 
it is essential to establish what is meant by cont inuous 
internal assessment : 
1. It represents a cont inuous awareness by the 
teacher about the development and knowledge of his 
s tudents ; it is a process which extends over a period of time; 
the gradual build up of a cumulative judgement about 
performance. 
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2. A teacher making use of cont inuous assessment 
is looking for signs which show the growth of thinking 
processes and the development of those varying abilities 
towards which the teaching is aimed; he is more concerned 
with signposts than with the whole itinerary. 
3. An end of course examination will test 
achievement at one point of time within the limits of the 
test. Under cont inuous assessment there is knowledge not 
only of this achievement but also of progression towards it 
not merely of where he has got to but also of how he got 
these. 
There is no doubt that as a method of providing 
teachers with information of teaching/ learning relationship 
for each s tudent , cont inuous assessment is extremely 
valuable. So valuable is this kind of assessment on 
educational grounds tha t it is natural tha t teachers should 
desire its adoption as a method of measuring a t ta inment 
within the contexts of an external nationally recognized 
examination. There is an inherent danger, however, in the 
adoption of cont inuous assessment for such purposes. In 
viewing the 'whole s tudent ' it is possible that the teacher 
will include the personal characteris t ics and qualities of the 
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Student. The term 'quality' in this context should be 
considered together with the term 'objectives' and 
'outcomes'. Objectives are what the teachers set for the 
s tudents to achieve, outcomes such as growth of intellectual 
pursui t s , growth of interests , sensitivity, cooperation with 
peers in group work, acceptable a t t i tudes , etc. It is 
impossible indeed to consider cont inuous assessment 
without discussing the assessing of a t t r ibutes of personality 
which do not fall within the cognitive skill. Where qualities 
such as perseverance, consistency of effort, initiative 
interest, leadership, team work are concerned, it is obvious 
that only the teacher is in a position to make proper 
judgements . 
The need for internal cont inuous assessment by 
teachers of their s tudents ' performance is to be established 
by a close look at learning outcomes most of which are not 
capable of being measured at the end of the course. Internal 
assessment demands tha t the outcomes of learning a 
particular subject mus t be spelt out. First the outcomes are 
to be listed as clearly as possible. Some of the possible 
outcomes of learning, suggested by the Research Cell, 
Association of Indian Universities, are as follows: 
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1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 
10. 
11. 
12. 
13. 
Knowledge 
Comprehension 
Application 
Analysis 
Synthesis 
Evaluation 
Communication skills 
Social Skills : 
Personal : 
Interest 
Positive/Scientific at t i tude 
Appreciation 
Creativity 
Team work 
Leadership 
Regularity 
Hardwork 
Inventiveness 
Originality 
Initiatives 
In terms of learner behaviours, it is possible to break 
down the above outcomes in precise behavioural terms. 
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Knowledge 
Behavioural Outcomes: 
1. Recognises: Specifics (from memory, among given things) 
2. Repeats/recal is /recol lects (previous learning, experience; 
reproduced more or less in original form or in any 
readymade form). 
3. Follow ; Convention, procedures, methods and processes. 
Comprehesnion 
Behavioural Outcdpies: 
1. Locate specifics 
2. Identify/Classify 
3. Relate/See relationship 
4. Delete/Correct errors 
5. Tansform/convert 
6. I l lustrate/give examples 
7. Interpret or elucidate 
8. Analyse into e lements / re la t ionships 
9. Generalize 
10. Discriminate 
11. Deduce/der ive /conclude/ext rapola te / see 
applicat ions/ implicat ions. 
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APPLICATIONS 
Behavioural Outcomes: 
1. Hypothesize 
2. Infer 
3. Predict consequences or resul ts 
4. Reason out /explain 
5. Establish relationships 
6. Solve problems. 
EVALUATION 
Behavioural Outcomes: 
1. Judge logical consistency, importance, 
appropriateness , relevance, adequacy for a purpose, 
beauty effect, goodness, applicability etc. 
2. Criticize - different aspects by relevant criteria. 
3. Justify or defend with sound arguments . 
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SYNTHESIS 
Behavioural Outcomes: 
1. Integrate 
2. Epitomize 
3. Elaborate 
4. Ref ine/ res t ructure / recas t 
5. Compose/plan/design/evolve 
RESEARCH ABILITIES 
Behavioural Outcomes: 
1. Collect/organize research data 
2. Interpret research data / f indings 
3. Formulate research des igns /p lans /p rocedures , 
analysis etc. 
4. Evaluate research designs, procedures, analysis, and 
report. 
EXPRESSION 
Behavioural Outcom.es: 
1. Choose/use appropriate words and phases with 
precision. 
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2. Choose/use appropriate sentence pat terns with 
precision. 
3. Organize points in a good sequence and s t ructure . 
4. Bring about beauty and effect through appropriate 
style. 
DESIRABLE INTERESTS 
Behavioural Outcome: 
1. Speaking skills-pronunciation, accent, intonation, 
modulation, and control of voice. 
2. Writing skills-formations, spacing, neatness , legibility, 
etc. 
3. Drawing and labelling skills. 
4. Laboratory/workshop skills. 
ATTITUDES 
Behavioural Outcomes: 
1. Observe phenomena keenly/scruit inise material 
objectively. 
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2. Seek fresh clues/evidence beyond the ones already 
known. 
3. Accept opinions of others only on convincing proof or 
arguments and not merely on authority. 
4. Consider new interpretat ions, arguments , evidence, 
possibilities, ideas with an open mind. 
5. Report honestly in clear and precise terms what has 
been observed/ throughout . 
6. Accept errors in argument /opinions without 
t 
i 
hesi ta t ion/ reservation and review them where 
necessary. 
7. Suspend judgement till adequate evidence is available. 
8. Seek logical consistency/validity in arguments . 
9. Arrive at conclusions on the basis of objective 
measurements/ logical proofs. 
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PERSONALITY TRAITS 
Behavioural Outcomes: 
1. Motivation, independence, initiative, self discipline, 
responsibility, derive, sociability, leadership. 
2. Emotional maturity, balance and integrity. 
SOCIAL VIRTUES/SKILLS 
Behavioural Outcomes: 
1. Interest in others 
i 
2. Good manners and other social graces. 
3. Good personal and social relationship. 
4. Ability to get along with others. 
5. Ability to identify oneself with, participate in and 
contribute to social act ivi t ies/purposes. 
GOOD HABITS/SKILLS OF STUDY/WORK 
Behavioural Outcomes: 
1. Search/ locate materials relevant 
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2. Note / record /mark information accurately in a 
systematic way. 
3. Sort out /organize/ar range/categor ize /compi le mate-
rial with speed and orderliness. 
4. Display scheduling, punctuali ty 
5. Show nea tness , cleanliness, orderliness, reasonable 
speed in everything done. 
COMMUNICATION SKILLS 
Behavioural Outcome: 
1. Receive and communicate orally. 
2. Receive and communicate in written form. 
2.1.2 Basic Principles 
Internal a s sessment is important for the testing of 
intellectual abilities and skills which is not tested through 
external and end-of-the-course examination. There are 
repetitions of stereotype questions in the external 
examination which is unable to evaluate all the skills of the 
learners. Internal assessment functions on certain basic 
principles. Some of the fundamental principles, suggested 
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by The Research Cell, Association of Indian Universities, 
are the following: 
1. Internal Assessment is cont inuous, periodic and 
internal. This means tha t assessment is done in relation to 
certain abilities and skills in certain subject areas 
periodically and continuously. This has to be planned at the 
time of curriculum development, syllabus interpretation 
and classifying objectives of learning. This is internal in the 
sense that the teacher of the subject in the inst i tute is to 
assess and no external agency comes in. 
i 
2, Internal assessment does not necessarily replace 
end examination. Both have a part to play in a planned 
evaluation system. 
3, Internal assessment does not mean only a few 
mid-term examinations in the place of final examination. 
4. Internal assessment demands that the outcomes 
of learning a part icular subject must be spelt out first and 
then the choice of suitable, meaningful, valid and reliable 
evaluation tools to match these abilities and skills is made. 
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5. The main purpose of introducing internal 
assessment is to integrate teaching and evaluation and to 
tes t those skills and abilities which cannot be tested 
through a written examination at the end of a course. For 
this , teachers must identify the abil i t ies/skil ls they want to 
develop in their s tudents in their own subject areas and 
then allocate weightage to the selected abil i t ies/skil ls . They 
are also to make a choice of method, and design the 
schemes taking into consideration the possible const ra ints 
of time, effort, finance and acceptability. In internal 
assessment very low weightage mus t be given to simple 
recall of knowledge and information. 
6. Internal assessment and external end of the 
course examination marks or grades can be shown 
separately. In as much as internal assessment is for 
abi l i t ies/ski l ls tha t are not tested by end examination, it is 
meaningless to add the two. At the same time there can be 
no doubt tha t unless s tudents see the importance of 
internal assessment in their final mark or grade, the 
motivation and interest for internal assessment will be 
lacking if not absent . If, however, the grading system is 
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adopted, internal and external may have to be shown 
separately. 
7. Some universities will still require a proportion of 
internal assessment marks to account for and be added to 
the external university examination marks . Various 
percentages have been adopted and are being adopted. 
While it will be difficult to say what percentage is ideal, it is 
worthwhile to quote the study F.W. Starr 's (Bristol 
University) study "combining internal and external for 
educational courses". He tried all kinds of percentages and 
finally recommends tha t a 50-50 proportion for internal and 
external assessment correlates better than the other 
combinations (cited in Natrajan, 1977). 
8. Internal assessment , in addition to providing a 
grade of the product as and when the process is on, must 
generate a lot of information to improve further teaching-
learning. Since teaching learning-testing mus t be dynamic 
and self correcting, the system must generate enough 
information regarding individual/group weaknesses of 
learning to serve as a feedback. 
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9. The marks or grades obtained by s tudents in 
internal assessment must be made known to them 
immediately after evaluation is completed. Added to this, 
work in every tutorial, assignment, project, etc. must be 
returned and resul ts discussed vs^ ith s tudents individually. 
10. Internal assessment results must be studied 
statistically and an effort must be made to improve the 
system based on these resul ts . 
2.1 .3 Design of Internal Assessment 
Before designing an Internal Assessment Programme, 
one has to set the objectives of testing. It is necessary to 
decide what to test and which task performs which 
objective. It is also necessary to select the modes and 
techniques of testing. An internal assessment programme 
needs extra care at the time of designing. 
Macintosh and Hale (1976) have pointed out that 
evaluation can be made at three different stages during the 
course of instruction. These stages are: 
1. Continuous assessment - an on going updat ing of 
judgement about the pupil 's performance. 
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2. Periodic assessment - measures levels of 
a t ta inment reached at pre-determined intervals throughout 
the course. 
3. Terminal assessment - measures the a t ta inment 
of the pupils at the end of the course. 
Ward (1980) has summarized the most common 
methods of assessment and their likely incidence within the 
course of instruction. The details of his scheme are 
provided in the table below: 
Abil i t ies i 
Tested 
Cognitive 
domain 
Psychomotor 
skills 
Oral 
communication 
Affective 
domain 
Continuous 
A s s e s s m e n t 
Course work 
Practical 
coursework 
Oral 
coursework 
Observation 
of 
coursework 
Periodic 
A s s e s s m e n t 
Tests, Projects, and 
assignments 
Practical test, 
project and 
assignments 
Discussions, 
lectures and 
question- answer 
session 
Projects and 
assignment 
Terminal 
Asses sment 
Written 
Examination 
Practical test 
Oral test 
Both cont inuous and periodic assessment can be 
combined into one system of assessment called Continuous 
Internal Assessment. It covers all the aspects proposed by 
Ward. Continuous Internal Assessment involves many 
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components such as class discussion, oral reports, 
laboratory work, written work, performance in problem 
classes, and many other activities relevant for assessment . 
This allows the number of final examination papers to be 
reduced and provides a more reliable means of assessment , 
and one which puts less strain on the candidates than the 
conventional system where everything depends on a massive 
final examination in the written form (Heywood, 1977). 
In the Indian situation we may not be able to include 
all the components in continuous internal assessment 
programme. Some of the components may be replaced by 
other components. Chauhan (1993) proposes the following 
components for the cont inuous internal assessment : 
1. Class Attendance: In Indian conditions, 
classroom at tendance should be given the largest weightage 
in internal assessment . The reasons are simple. Due to 
heavy enrolment and inadequate physical facilities we face 
severe problems of indiscipline and campus unrest . It is also 
true that this is not the only reason for campus unrest . 
There are certain sociopolitical issues which account for 
most of the campus problems. No University in India can 
function effectively for more than 100 days a year. In certain 
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cases the working days are as few as 60. Under these 
circumstances, class a t tendance acquires a special 
significance. If the class a t tendance is made a component of 
cont inuous internal assessment , it will function more 
effectively as an incentive for the s tudents to at tend the 
class regularly. It will also help to reduce the intensity of 
indiscipline and other campus problems. 
2. Assignments: Writing assignments have been 
found extremely useful at undergraduate and postgraduate 
levels. This technique has a potential to develop study 
habits among the s tudents , which is very useful and 
necessary at the university level. In higher education, one of 
the objectives to achieve should be to encourage the habit of 
self-study. 
The s tuden t s do not learn the skills of using 
library and reference material . The library is the central and 
focal point of university system. No insti tution of higher 
education can function without a good library. If the 
assignment technique is properly used and made an 
important component of cont inuous internal assessment , it 
can do a reasonably good job in the teaching-learning 
process. Assignments may be given at the beginning of the 
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session, and the s tudents may be asked to submit their 
written work on the assignments by the end of the session. 
Alternatively, the teacher may give an assignment after the 
teaching work of each unit ends. Assignment may be the 
same for all the s tudents or different for every one. The 
performance of assignments should be given significant 
weightage while compiling the resul ts of cont inuous internal 
assessment . 
3. Periodic Tests: Periodic tests can play a very 
significant role in continuous internal assessment . We 
already have the system of Sessional Tests in some 
inst i tut ions and course. The problem is that sessional tes ts 
are not being arranged as frequently as required, and we are 
satisfied with only one or two tests administered after the 
end of the whole course. Such a test is simply a mini 
external examination. The purpose of periodic or sessional 
tests should be to collect data about the progress of the 
course and of the s tudents during the period of instruct ion. 
There is a need to implement the system of periodic tes ts 
where they are not arranged, and to increase their frequency 
where they exist. In principle, each independent uni t of the 
course mus t be followed by a sessional (periodic) test 
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covering tha t part icular unit . The performance of periodic 
tests in each subject /paper should be evaluated 
independently by the concerned teachers and records should 
be properly maintained. At the end of the session, the 
performance indicators in each paper may be assembled and 
combined with the other criteria of continuous assessment 
by giving them adequate weightage. The na ture of periodic 
tes ts may be formative and criterion-referenced in character. 
4. Classroom Observation: The daily classroom 
behaviour of the s tuden ts is no less important than their 
final score in the examination. The teachers interact with 
the s tudents everyday, and hence, get a chance to know 
many things about them which formal tests cannot measure. 
The examination score does not tell how the s tudent learned 
the subject matter . His sincerity, willingness, interest in the 
subject, ability to express verbally, initiative, ability to 
argue and listen to others , willingness to accept others view 
points and many other aspects of personality are not 
assessed by formal paper-pencil tests . These a t t r ibutes can 
be assessed only through the classroom observation of 
teachers. The teachers ' classroom observation must be given 
adequate weightage in the compilation of final internal 
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assessment . Making the teachers ' observation an important 
component of cont inuous internal assessment will help 
improve punctuali ty among s tudents . They will willingly take 
part in classroom activities and tend to express themselves 
more openly. This can have a remarkable influence on their 
personality development. 
5. Practical /Laboratory/Library Work: As 
mentioned earlier, written assignments may encourage 
s tudents to at tend library, but not to an appreciable degree 
of certainty. Students may write their assignment with the 
help of parents ' , friends, andl others who know the subject 
matter. Some s tudents may jus t paraphrase the written 
work of their fellow classmates. Hence, a cumulative record 
of s tudents ' library visits and books issued may be 
maintained. This is not difficult, because every en t ran t in 
the library may be asked to sign a register maintained by 
the library personnel. The data regarding books issued and 
returned may be had from the library records. 
The laboratory work may also be assessed in the same 
manner . Laboratory work is relevant mostly in science 
subjects. In social sciences and humani t ies , fieldwork, 
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sample survey, and participation in educational excursions 
may be taken as important criteria under this head. 
6. Project/Term Paper: At the post graduate level, a 
certain level of creativity is expected on the part of the 
s tudents . In some subject areas such as in sciences, social 
sciences and humanit ies , small research projects or term 
papers may be introduced. These things should be partly or 
wholly assessed by teachers who supervise the work, and be 
made integral components of cont inuous internal 
assessment . 
7. Community Service: In the institutionalized 
system of education the social aspect of educative process 
has been completely ignored. It is only recently that some 
programmes of interaction between education and society 
have been launched. The National Policy on Education 
(1986) proposes to make community work an integral part of 
college education. An element of National Service Scheme 
(NSS) has been introduced in most of the universities, which 
can function as an important medium of education-society 
interaction. The Govt, of India has recently launched a 
literacy campaign known as National Literacy Mission (NLM) 
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which proposes to involve s tudents , teachers , employers, 
etc. in literacy programmes to eradicate illiteracy. 
The s tudents will be encouraged to participate in these 
programmes, if these are made co-curricular, ra ther than 
extra-curricular. The duration of participation and quality of 
performance in these programmes may be taken as 
important criteria for cont inuous internal assessment . 
Chauhan (1993) proposes a scheme for assessment 
according to weightage to each component. The proposed 
plan is as follows: 
Mode of Evaluation 
External Examination 
Continuous Internal 
Evaluation 
Combined 
Component 
Written tests 
Practical 
Total 
Class Attendance 
Assignments 
Periodic tests 
Classroom observation 
Practical/Lab. Work 
Project/Term Paper 
Community Work 
Total 
Grand Total 
Weightage 
(100) 
50 
10 
60 
08 
08 
08 
08 
04 
04 
40 
100 
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This scheme can work in our universities if proper 
planning is made in the beginning of the academic session. 
The list of components is tentative subject to change 
according to the na ture of the subjects. Other design should 
also be checked to make the continuous internal assessment 
more effective. 
The Research Cell of the Association of Indian 
Universities undertook an investigation into a rational 
method of internal assessment system for universities. A 
quest ionnaire was prepared and it was mainly intended to 
solicit the views of teachers with a view to identifying 
components of internal assessment in their disciplines and 
indicating their choice of methods for operating internal 
assessment . A draft of design of formats for use with various 
components of internal assessment was given and the 
teachers were to indicate their responses to the 
accompanying quest ions. Many universities have since 
adopted this method of having a group of teachers teaching 
the same subject to go through the questionnaire 
individually and then working out a consensus in respect of 
responses to (a) choice and ranking of objectives (b) choice 
of objectives for internal assessment (c) choice of tools of 
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evaluation and weightage to these components of internal 
assessment and finally (d) choice of formats, design details 
to put every component of internal assessment into practice. 
On the other hand certain universities have come up 
v^ i^th adhoc decisions about components and weightage of 
internal assessment and have forced all teachers to 
implement them. The weakness of such a procedure is tha t 
the teachers may not take an active interest in the 
implementation of such a design in so far as they were not 
involved in framing the design. Two such designs were 
proposed by Madras University and Gauhati University. 
Scheme Poposed by Madras University: 
1. 
2. 
3. 
4. 
Components 
Regular a t tendance at 
lectures, tutorials , etc. 
Regularity in submission 
of records / repor ts and 
behavior of s tudents in 
classroom 
Sessional assessment 
based on cont inuous 
evaluation 
Community Social Service 
Weightage (%) 
10 
10 
80 
(100 marks allocated for 
the entire course) 
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Aptitude for community 
and social service 
Regularity 
Human Relationship 
Project/Service execution 
Documentation 
20 marks 
10 marks 
20 marks 
20 marks 
30 marks 
100 marks 
Scheme Proposed by Gauhati University 
1. 
2. 
3. 
Components 
Tutorials, Seminars, 
Classroom tests 
Periodical Exams. 
Home assignment. Lab., 
or Library Work 
Weightage (%) 
30 
40 
30 
A comparison of these two designs with the consensus 
design described earlier would make it clear that the latter 
is more scientific and rational. And since it is taken out of 
the teachers' consensus, they would take personal interest 
in its successful implementation as much in the interest of 
students as that of the examination system. 
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2 .1 .4 Scoring Procedure in Internal Assessment 
In Internal Assessment, decisions about scoring 
procedure are necessary to be taken, whether one will use 
marking system or grading system. Marking system is the 
101 points scale of numerical marking and in grading 
system we may use 7 point scale of letter grading. The 7 
point scale grading system accepted by all is given below: 
O Outstanding --=^ »""^ —^^ -^ ^^  
A 
B 
C 
D 
E 
F 
Very good 
Good 
Average 
Below average 
Poor 
Very Poor 
4>^ .-'vV 
The marking system tha t is familiar in India uses 
numerical marks . S tudents are marked on each examination 
paper on a scale from 0 to 100, though the full scale is 
seldom used. Each s tudent ' s mark is intended to be a 
measure of the quality of his answers . A s tudent ' s marks on 
different papers are combined to give his aggregate mark for 
all his subjects. Then, an evaluation, as distinct from a 
measurement , is applied to the aggregate mark. If the mark 
56 
is as high as 60% of the possible total, the s tudent is said 
to be in the first division; otherwise, his mark is in the 
second or third division, or he has failed. 
Numerical marking system is so deep-rooted in Indian 
examination system that it seems a deeply ingrained aspect 
of the cul ture. Indeed, it is so familiar, so much a matter of 
custom, that few teachers or s tudents in universities and 
colleges have ever considered that any alternative way of 
marking might be proposed. 
Numerical marking system has been criticised on the 
following ground: 
1. It provides a very inaccurate measurement . There 
is a s tandard error of measurement ranging from 5 to 20 
marks in different subjects. 
Examiners in different subjects use different 
ranges of marks . In some the full scale of 0 to 100 is used, 
while in many others scales used are all different. 
2. Marks in different subjects are added up when 
they should not be. Most important of all these are tha t it is 
impossible to have comparability amongst different 
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disciplines (even in different papers in the same discipline) 
with the result tha t there is a great irrationality in the 
choice of subjects by s tudents and their evaluation in 
respect to their choices. 
Hill (1976) proposes the follovs/ing criteria for better 
achievement from a marking system: 
1. The marks should indicate, as accurately as 
possible, the level of academic achievement of the s tudents 
who are marked. 
; 2. The meaning of the marks should be clear to 
s tudents and to others who are concerned about their 
standing. 
3. It should be reasonably easy to calculate the 
marks without a need to use expensive equipment or 
elaborate statistical procedures. 
A grading system ensures fulfilment of the following 
objectives: 
1. Evaluation which is mainly judgement based on 
measurement is uniform if all the universities agree to adopt 
the 7 point scale grading system and establish relationship 
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between various grades and their meaning in qualitative 
terms. It is possible also for teachers, and examiners to do 
what is called direct grading and this has been found to 
possess merits over the process of initial marking and 
conversion into grades. 
2. Comparability amongst various disciplines and 
within various subjects in a part icular discipline is possible 
with the grading system. 
3. If all universities adopt the same 7 point scale, 
then s tuden t s can move from one university to another 
much more easily. 
4. Grading system takes the emphasis away from 
marks . 
5. Teacher employing many procedures for 
evaluating achievement (test, oral recitation, quiz, project 
work, lab/pract ical work, ass ignments / tutorials checklist, 
rating scales, etc.) will find that a grading system is much 
more meaningful and feasible than the marking system. It 
was recommended to various universities wanting to 
implement a 7 point scale grading system, that wherever 
possible, there shall be direct grading. Direct grading 
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requires a thorough unders tanding of the meaning of each 
letter category in terms of their quality and it is much more 
meaningful in the case of answers, which are long. One of 
the guidelines tha t can be given, when randomization of 
scripts is adopted, is that for every randomized group, 
certain percentages can be thought of to consti tute each 
letter grade. 
Let u s examine grading in place of marking for the 
various components of internal assessment . 
I. Quiz (announced and unannounced) 
It may be that each quiz may be in the written form, 
consisting of short objective type quest ions and it may also 
be that marking is easier than grading. Supposing these are 
30 items in 3 quizzes, then marking out of 30 can be done 
initially and conversion of this total marks done with a table 
as follows: 
27 and above 
24 - 26 
21 - 23 
18 - 20 
15 - 17 
0 
A 
B 
C 
D 
60 
1 2 - 1 4 E 
12 and less F 
II. Written Tests: 
1. If it is an objective type test, a similar procedure as for 
the quiz given above can be adopted. 
2. If it is a short answer type test direct grading can be 
done. 
3. If it is a long answer type test direct grading is much 
more meaningful. 
Especially for the latter, it is necessary to think of or 
better still write out a set of answers which can be said to 
belong to excellent, a very good, a good and an average 
answer. It is necessary to work out a paradigm of criteria for 
classifying an answer into these categories. It is also 
necessary to train teachers in direct grading. 
Parading of Criteria for the Different Grading: 
Outstanding (O) 1. Creativity 
2. Maturity/intelligence/imagination 
3. Relevance 
4. Skills 
61 
Very Good (A) 
Good (B) 
Average (C) 
Below Average (D) 
Poor (E) 
5. 
6. 
7. 
1. 
2. 
3. 
4. 
5. 
6. 
1. 
2. 
3. 
4. 
5. 
1. 
2. 
3. 
4. 
1. 
2. 
1. 
2. 
Correctness 
Form 
Content 
Maturity, intelligence, 
imagination 
Relevance 
Form 
Skills 
Correctness 
Content 
Correctness 
Relevance (closed) 
Skills 
Form 
Content 
Correctness 
Content 
Relevance (fairly close) 
Skills 
Correctness 
Content 
Partially correct 
Partial coverage of content 
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Very Poor (F) 1. Incorrect 
2. Very poor content 
III. Ass ignmen t s /Tu to r i a l s : 
In respect of ass ignments it was suggested that 25 
marks (if marking is adopted) be distr ibuted according to 
the following: 
Quality : 4 
Speed : 4 
Method : 6 
Accuracy : 6 
Application/Originality : 5 
The total marks on all these for any one assignment for 
a s tudent can be converted into a suitable grade. 
O 23 and above 
A 20-22 
B 17-19 
C 14-16 
D 11-13 
E 8-10 
F 8 and less 
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We have so far discussed the mechanics of grading 
involved in various components of internal assessment . It is 
necessary tha t teachers are inducted into this by training at 
the workshops organized by the university at different 
centres. The implications of adoption of an internal 
assessment of this kind in terms of teachers, s tudents , 
parents and adminis t rators must be clearly understood. 
This kind of preparation of implementing a sound system of 
internal assessment is educationally very important, but 
only a few universities have so far realized it and acted upon 
it. It is hoped tha t the experiences of these will st imulate 
the others to take up internal assessment more seriously in 
the interests of s tudents . (Association of Indian Universities, 
1977) 
2.1 .5 Advantages and Disadvantages of Internal 
Assessment 
No programme can be complete and suitable in itself. 
There are some advantages and some disadvantages. 
Internal assessment has also been criticized strongly. But 
one can make the programme effective if one makes efforts 
towards improvement. Mishra (1975) points out some 
advantages and some disadvantages of Internal Assessment: 
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Advantages: 
Internal assessment has a great potential. It can make 
possible a more reliable and valid assessment of a s tudents ' 
progress. It can also lead to a better interaction between the 
teacher and the taught. It can be made more comprehensive 
than the external examination both in terms of content and 
periodicity. In other words, it can ensure both the continuity 
and extensity of evaluation. 
Internal assessment , if properly practised, can prove 
helpful in setting right the situation to some extent. 
Evaluation is an integral part of the educational process. 
There are three psychological domains of a learner 's 
personality - cognitive, affective, and psychomotor - which is 
affected by the educational process. An evaluation 
programme should be such that which evaluate all the three 
psychological domains of personality of the learners . 
V 
It is commonly known that schools/universi t ies 
concentrate only on those aspects of a learner 's growth 
which are subject to evaluation by an external agency. The 
result is well unknown to everybody: the main function of 
the school/universi ty has become limited to the narrow 
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limits of imparting instruction in specified subject areas . 
Internal assessment can be effectively used to set right the 
balance. 
A well-conceived educational programme has to be set 
up to find out how these aspects can be developed and 
evaluated. In these terms, internal assessment is to be 
visualized as an internal part of the educational process. 
The following ingredients of a good programme of an internal 
assessment deserve special notice: 
1. In the cognitive area emphasis has to shift from 
classification through marks and grades to diagnosis and 
remedial programme in case of weak s tudents . 
2. The objectives of teaching in different subjects 
have to be specified and an effort has to be made towards 
assigning and evaluating growth in respect of all the 
instructional objectives. 
3. Accelerated programmes for brighter s tudents 
have to be implemented and their progress should be 
evaluated from time to time. 
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4. The teacher has to be more concerned about the 
pupils than about his subject. 
5. Suitable tools and techniques of assessment in all 
the different areas of activities have to be developed and 
used by the teachers. 
6. The programme has to be oriented towards the 
improvement of the pupil 's growth in different areas rather 
than examinations leading to pass and fail. 
7. The teacher is the pivot of this programme and 
unless he develops proper a t t i tudes and agrees to contribute 
effectively to pupil growth, not much can be expected from 
any programme of education with the help of internal 
assessment . For a successful implementation of a 
programme of internal assessment , the teachers ' 
involvement is a must . 
Disadvantages: 
Internal Assessment has the following disadvantages: 
1. In some quar ters , it is used as an ins t rument for 
boosting resul ts . In some insti tution teachers have 
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consistently given high marks to their s tudents in internal 
assessment . 
2. Various interpretations of internal assessment 
adopted by different boards without proper preparation 
resulted in lowering the overall reliability of the resul ts in 
public examinations. 
3. It is being used as an ins t rument of controlling 
s tudents and also as means of extracting undue advantages 
on both the sides. 
4. Introduction of internal assessment without 
adequate preparation creates much problem even for well-
meaning teachers who thereby tend to reduce further the 
already poor reliability of examination and the real purpose 
of its induction in the educational programme will be turned 
into failure. 
There can be no two opinions about the basic 
philosophy of internal assessment . It should be used as a 
means for the improvement of achievement and positive 
growth of pupils in all the three psychological domains of 
personality. It has to be relieved of the scare and anxiety 
at tached to examinations by being utilised more for 
68 
diagnostic and remedial purposes. It should have no clash 
with external examination and certification purposes . In 
times to come, certificates awarded by the inst i tut ions based 
on proper internal assessment may receive greater 
recognition and external examinations remain confined to 
various selection purposes only such as selection for jobs 
and scholarships etc. 
The real import is to convey that scientifically 
developed internal assessment procedures should be 
implemented in the inst i tut ions and should co-exist with 
external ex;aminations, not a s an appendage to the latter but 
on their own merit. Of course, the need for improvement of 
examinations in different subjects, both internal and 
external, ha s also to be recognized. For this proper action 
should be taken at all levels of education. 
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2.2 Comparison of Internal Assessment in AMU to other 
Universities in India: 
Internal Assessment in Indian Universities 
SI. 
No. 
1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 
10. 
11. 
12. 
13. 
14. 
15. 
16. 
17. 
18. 
19. 
20. 
Universities 
Aligarh Muslim University, Aligarh 
Andhra University, Waltair 
Banarast Hindu University, Varanasi 
Calicut University, Calicut 
Gauhati University, Gauhati 
Jammu University, Jammu 
Jawaharlal Nehnru Univesity, N.Delhi 
M.S. University of Baroda, Bombay 
Mysore University, Mysore 
Meerut University, Meerut 
North Eastern Hill Univesity, Shillong 
Osmania University, Hyderabad 
Punjab University, Chandigarh 
Sardar Patel University, Vallabh Vidyanagar 
Saurashtra University, Rajkot 
Shivaji University, Kolhapur 
Udaipur University, Udaipur 
Utkal University, Bhubaneshwar 
Visva Bharti, Santiniketan 
CIEFL, Hyderabad 
Weightage 
(Percent) 
25-50 
25-50 
15-30 
20-40 
30-40 
25-50 
50-100 
30-100 
10-20 
20-50 
20-30 
25 
20-40 
30-50 
20 and more 
10-20 
20 
20 
20 
40-50 
(Source: Research Cell, Association of India University, New 
Delhi, 1977). 
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1. Aligarh Muslim University, Aligarh. 
The University had introduced the semester system in 
1967 at the undergraduate and postgraduate level in the 
faculties of Arts, Social Science, Science and Commerce. 
Every semester course carried a number of credits. The 
course extending over 3 to 4 hours per week would carry 4 
credits. In order to earn credits, a s tudent had to pass in 
the sessional work prescribed for the course as well as the 
written examination held at the end of the semester. 
The University has accepted the basic principle of the 
recommendation of the Examination Reforms Committee of 
the UGC that the teacher who teaches must examine and in 
the light of this principle, some fundamental reforms have 
been introduced for the semesters 1973-74. 
In the system of examination, the following features 
were introduced: 
1. Mechanism of cont inuous evaluation of sessionals 
was left to the individual depar tments . The evaluation was 
to be based on home ass ignments / quizzes/ classroom 
ass ignment /ora l t e s t / tutorials . 
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For the award of sessional marks a moderation 
committee was constituted in each department by the Head 
of the Department. 
2. There were 2 or 3 examinations of one hour each 
in the course of time. The teacher concerned in the 
classroom conducted the examination. The examination 
paper was also set by the teacher, teaching the subject and 
would be duly moderated. The answer book was examined by 
the teacher concerned. 
The other reform in the examination system which the 
University has already introduced is that sessional 
assessment and examination marks are shown on the mark 
sheets separately. 
2. Andhra University, Waltair 
The University has a system of internal assessment for 
the M.A., MBA and M.Com. Degrees. End semester to in-
semester examination weightage is 75:25 in most of the 
depar tments . Out of the 25% in semester, 15% is marked for 
mid-semester examination and 10% for home ass ignment / 
field work/l ibrary work, etc. 
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3 . Banaras Hindu University, Varanasi: 
The University has introduced internal assessment in 
all the postgraduate classes in the faculties of Science, 
Agriculture, Law, Medical Science, Psychology, Statistics, 
Geography, Mathematics and M.B.M. 
4, Calicut University, Calicut: 
The University has been following scheme for internal 
assessment in different Departments: 
Department Weightage of Internal 
Assessment 
Physics 40% (for each paper and practical) 
Chemistry 10% for project work 
Botany 25% aggregate 
Zoology 30% aggregate 
English 20% for each paper 
Commerce 40% for each paper 
History 30% aggregate 
Marks are shown separately in the result cards but are 
combined for the resul ts . This has been done to provide an 
incentive for regular course work and to encourage the 
learners to take the internal assessment seriously. The 
answer books are returned to the s tudents and marks and 
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grades discussed with them. An opportunity is also given to 
s tudents to represent against marks /g rades in internal 
assessment . 
5. Gauhati University, Gauhati: 
The University has introduced internal assessment 
based on tutorials, seminars, classroom tes ts , and 
periodical examinations, home assignments, laboratory or 
library work. 
The proportion of weightage on each may very from 
subject to subject and is largely depend on the physical 
facilities available in the department. The weightage in 
different tes ts is as follows: 
a. Tutorial 30% atleast 8 in one session 
b. Seminars 30% at least 4 in one session 
c. Classroom test 30% at least 4 in one session 
d. Periodical exams. 40% 2 fixed in one session 
e. Home assignments 30% at least 3 in one session 
f. Laboratory or Library work 30% 
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6. Jatnmu University, Jammu: 
The University has introduced internal assessment for 
the various examinations, the weightage being 25 to 40 per 
cent. 
7. Jawaharlal Nehru University, New Delhi: 
The University has adopted the semester system. The 
s tuden ts are examined in every course from time to time 
throughout the semester and at the end of each semester 
the teacher grades the s tuden ts on the resul ts of various 
kinds of tes ts , home ass ignments , special projects, etc. 
Each course is weighted by credits based on contact 
hours . In courses having sessional evaluation as well as 
end-semester examination each evaluation carries equal 
weightage and the grade in a course is arrived at by taking 
into account the grades in sessional as well as end-semester 
examination. In courses not having end-semester 
examination the sessional evaluation caries full weightage. 
8. M.S. University of Baroda, Bombay: 
The faculties of Home Science, Social Work and Fine 
Arts introduced the semester system as well as complete 
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internal assessment system right from their first 
examinations in 1950. In the faculties of Arts, Science, 
Commerce, Education, Psychology and Technology a 
beginning was made in 1953 to introduce internal 
assessment to the extent of 20%. The weightage given to the 
internal assessment was subsequently reaised to 30%. In 
1967, the Faculty of Education and Psychology switched 
over from a system of partial internal assessment to 
complete internal assessment system. Thus , the 
Examination Reforms implemented were in the following 
pattern: (a) semester system and complete internal 
assessment in the faculties of (i) Home Science, (ii) Social 
Work (iii) Fine Arts and (iv) Education (v) Psychology; (b) 
Semester system and partial internal assessment (30%) in 
the Faculty of Technology and Engineering; and (c) Only 
(30%) Internal Assessment at the Undergraduate stage in 
Faculties of (i) Arts, (ii) Science, (iii) Commerce and (iv) 
Medicine. 
9. Mysore University, Mysore: 
Internal Assessment is in practice in all the post 
graduate depar tments of the university and in the following 
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degree courses , B.Tech., B.E., BBM, B.Pharm., B.A., B .Sc , 
B.Com. 
Weightage of Internal Assessment for post graduate 
class (previous) 100 marks , for final year 150 marks and all 
together 250 marks out of 1250 marks, and for other 
graduate classes it is 10% of marks in each paper. 
Marks are shown separately with the resul ts of 
part icular examination for B.E., B.Tech. Internal 
Assessment in each subject is shown separately. Answer 
books of Internal Assessment are returned to the s tudents . 
No opportunity is given to the s tudents to represent against 
marks obtained in Internal Assessment. 
10. Meerut University, Meerut: 
Continuous internal evaluation has been introduced in 
all the existing faculties at all levels. The weightage given to 
internal assessment varies from 20-50 per cent. Marks 
obtained in internal assessment are added to the final score 
and the division is worked out on the basis of the composite 
score. S tudents are allowed to represent against their 
marks . 
.4> - . ' ^ . Q f t . 
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11. North Eastern Hill University, Shillong: 
The depar tments of Economics, Political Science, 
History and Philosophy have introduced internal 
assessment , the weightage being 20% in the depar tment of 
Philosophy, and 30% in the other depar tments . In the school 
of Life Sciences 25% marks are to be kept apar t for internal 
evaluation. 
12. Osmania University, Hyderabad: 
The Academic Council of the University at its meeting 
held of 29.11.1974 approved the introduction of internal 
assessment in the postgraduate course of M.Sc , M.Com., 
and M.A. Under the scheme, 25% of marks in each paper 
will be assigned according to the following allocation: 
Class test in first term 10 marks 
Term paper in the second term 10 marks 
Oral or Seminar performance 10 marks 
A review committee of all Professors and one or two 
senior teachers of the depar tment concerned will be 
appointed to review the awards under the internal 
assessment , on representat ion from any s tudent . 
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13. Punjab University, Chandigarh: 
The University has internal assessment in almost all 
the Departments . The weightage of the internal assessment 
varies from 20% to 40%. Particularly the Science 
depar tments , on their own initiative, have designed their 
evaluation technique with a view to making it more reliable 
and more valid. 
14. Sardar Patel University, Vallabh Vidya Nagar: 
The system of internal assessment has been adopted in 
all the faculties at all the levels. Minimum percentage of 
marks in internal assessment is prescribed by the university 
as an eligibility condition for appearing in university 
examinations at the end of the year. 
The ratio between internal and external assessment is 
30:70 at under-graduate level, i.e., 70 marks for external 
assessment for a paper carrying 100 marks . At the post-
graduate level, it is 50:50 for M.Sc, M.Ed, courses, whereas 
it is 30:70 for M.A. and M.Com. Courses. 
In the result sheet and mark-sheet, the marks of 
external and internal a ssessments are shown separately. 
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The answer books of internal assessment are shown to 
the students and mistakes are discussed with them in the 
classroom and a student may make representation if any to 
the Head of the College if he so desires. 
15. Saurashtra University, Rajkot: 
Internal Assessment is adopted in Science, Commerce, 
Medicine and Education faculties. Also in the faculty of Law 
internal assessment is in practice at the Master's degree 
level to the extent of 20%. Internal marks are added to the 
external examination marks for final grading of students. 
1 
16. Shivajii University, Kolhapur 
The University has adopted internal assessment in 
almost all the departments at different levels. Weightage for 
internal assessment varies from 10% to 20% in different 
departments at different levels, 
Weightage is given to internal assessment at the 
University examinations in declaring results and internal 
assessment marks are shown separately in the result card. 
8 0 
17. Udaipur Univesity, Udaipur: 
The Univesity has adopted internal assessment in the 
form of class tests only . The weigtage to the internal 
assessment is 20%. The results of internal assessment and 
semester examination are combined. 
18. Utkal University, Bhubneswar 
Internal assessment has been introduced for 
undergraduate examination in all the faculties, the weight 
being 20%. Marks are shown separately but the answer 
books are not returned to the students and no opportunity 
is given to represent against the marks in internal 
assessment. 
19. Visva Bhartiy Santiniketan 
The University has adopted internal assessment for all 
the departments. Accordingly 20% marks are reserved for 
the internal assessment and 80% for the final examination 
and the marks for internal assessment are shown separately 
in the mark-sheet. 
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20 . Central Institute of English and Foreign 
Languages, Hyderabad. 
The Insti tute has introduced internal assessment which 
carries a weight of 40% in introductory courses and of 50% 
in advanced courses. 
Suminaring Up: 
By seeing the table above it can be said that the 
weightage of internal assessment is 20% to 50% in most 
universities. This is an acceptable weightage of internal 
assessment because it support the s tudents to improve their 
result and it is also does not disbalance the final exam. 
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CHAPTER-3 
ORAL TEST 
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3.1 Oral Test 
An oral test is defined as a test in which a person is 
encouraged to speak and is then assessed on the basis of that 
speech (Unerhill, 1987). In Robert Lado's book LANGUAGE 
TESTING which appeared in 1961, there is the notion of 
testing a person's speaking abiHty indirectly and not through 
face-to-face interaction. He thought that the direct testing of 
speaking ability is not so accurate and necessary. He offered 
as a substitute a less direct but more controllable means for 
assessing oral proficiency; for example, multiple-choice tests 
of phoneme discrimination, vocabulary, grammar and 
morphology (1961, pp 239-47). But Lado was by no means a 
lone voice crying in the wilderness. He was essentially 
reflecting what was the accepted theory in language testing at 
that time. During the past four decades there are tremendous 
changes in oral testing. This shift is because of a shift in 
teaching. Now the emphasis is on oral communication. This 
should be reflected in testing. 
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Oral testing is not an easy task. There are several 
considerations that one has to take into account. Before 
testing, one has to take into consideration the purposes and 
the available resources. For the analysis of purposes, four 
basic questions may be asked: 
What is the learners general level of language 
ability? 
Where does the learner fit in the teaching 
programme? 
What are the learner's particular strengths and 
weaknesses? 
How much has the learner learnt from a course? 
The above four questions tell us about the four basic 
purposes of testing. Before any test or testing instrument is 
used or developed, the purpose for which it is to be used must 
be clearly established. The instrument must fit the need. In 
reality, most test programmes will combine two or more of the 
above purposes. It is very important to design a testing 
programme that meets all of its purposes, and most oral test 
technique can be adapted to a variety of purposes. In an oral 
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test, the marking is important as the test itself in meeting the 
aims of the programme. 
The next important consideration is that of available 
resources. A testing programme can only be successful if it is 
designed to be carried out using the available resources. There 
are three different kinds of resources: people, time and 
physical facilities: 
1. People 
In any testing programme, people are the biggest asset. 
Right from the beginning of test construction to scoring, 
people can be effectively used. Most obviously, one needs 
enough people to administer as many tests as v^ i^ll be needed 
without difficulty. Depending on the marking techniques used, 
one may also need people to mark or re-remark the tests 
afterwards. One will also need people to develop and try out 
the test in the first place, and subsequently to check that the 
testing programme is effective, and to improve it if necessary. 
One will certainly need people to carry out administrative 
duties, particularly getting learners to the right place at the 
right time, and making sure that they are prepared and know 
what to expect; then to present the result as quickly as 
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possible in the desired form, while also keeping a record for 
subsequent reference. 
In a large testing programme, all these different tasks 
will be done by different people with different qualifications 
and skills. In the most simple case they will all be done by the 
same person, who tests learner whenever necessary completes 
an assessment, tells the learner about it and records the 
result. Neither a big programme nor a small one is inherently 
better; the important point is to design a test system that uses 
the people available in the most effective way to meet the aims 
of the programme. 
2. Time 
Time is an important resource in an oral test. Time 
management is necessary in the oral test. Underbill (1987) 
divided time management into three stages of testing oral 
proficiency. First of all, the test development stage: how much 
time does one have to develop the test? Test development 
always takes longer time than expected. One has to manage 
the time to develop the test in a shorter time. 
Secondly, the test operation stage: how much time does 
one need to carry out the testing procedure? It depends on 
88 
how many testers are involved in the testing procedure. It also 
depends on the number of tests they will have to conduct. 
A testee's performance drops if a test goes on too long, so 
also the consistency of interviewers' rating falls quickly when 
they get tired. It is better to use fewer or shorter techniques 
for better results. 
Finally, the test improvement stage: once the test is in 
operation, will one be able to make adjustments to the 
technique and marking systems, or does the whole test 
procedure have to be as perfect as possible before it is 
introduced? 
3. Physical Facilities 
Underbill (1987) in his book Testing Spoken Language 
suggested the following basic physical facilities that should be 
available to be used for testing in the oral mode: 
1. Rooms and furniture for testing and preparation. 
2. Sound or video recording equipment. 
3. Photocopying, printing or duplication facilities. 
Some careful thought in advance about the choice of 
room and the arrangement of furniture can make a big 
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difference to the atmosphere in which the test is conducted. 
Test should be held where it is quiet and free from 
interruption. Anybody trying to hold a conversation will 
become irritated if repeatedly disturbed by noise or by other 
people; a testee taking a test will also get the feeling that his 
test has not been given a very high priority. He may lose his 
confidence. 
At the same time, a test that is to be a regular part of a 
teaching programme should be held in familiar surroundings, 
such as an ordinary classroom. The furniture to be used can 
be rearranged away from the blackboard or teacher's desk to 
reduce the feeling of a teacher questioning a student. For a 
test involving one testee at a time, two or three chairs and an 
ordinary table can be set up in a neutral corner of the room, 
carefully placed with regard to heat, fresh air, light and so on. 
The chairs of the interviewer and the student do not have 
to face each other on opposite sides of the table; they can be 
arranged at an angle or even side by side. If a third person is 
present to assess or observe, but not actually to take part, he 
should sit a bit farther away, so that he is not physically in 
the area where the conversation is taking place. 
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Where the test involves several testees, they can sit in a 
circle in the centre of the room, or round a table if a 
professional atmosphere is desired. If the interviewer is to take 
an active part in the discussion, he should obviously join the 
circle; otherwise, he should sit outside or withdraw as soon as 
he has set the discussion going. 
If the oral test programme is to run continuously, rather 
than once a month or once every three months, a separate 
room can be used specifically for this purpose. It can then be 
set up with comfortable furniture, in an informal arrangement 
in attractive surroundings, to make the test-taking experience 
as pleasant as possible. The danger is that the testing room or 
booth will become a torture chamber for testees, and a test 
that should be regarded as a routine occurrence becomes a 
special event that can only be held behind closed doors in a 
special room. 
Equipment to be used for recording an oral test should 
be easy to operate, give good quality reproduction and, above 
all, be reliable. It does not have to be the best or most 
expensive. Top quality and top price equipment requires more 
experience to use and will need more careful attention and 
maintenance. Extra equipment may be needed to give better 
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sound or picture quality, and the operator will need more 
training. All this makes the recording process more intrusive 
and distracting as well as more expensive. Unless really high 
quality recordings are required, it is better to use ordinary 
classroom equipment so long as it has been proved reliable in 
operation. 
Apart from these operational facilities for the oral test, 
one has to consider the needs analysis of the learner and 
expectation. These two points are closely related to a testing 
programme especially for oral testing. 
Needs: The development of needs analysis models took 
place at roughly the same time as the development of the 
communicative approach. In ideal circumstances, the aims of 
the programme match the needs of the learner, so that the 
teaching/testing programme provides jus t what the learner 
most needs. In the real world, however, there is often a 
mismatch between institutional aims and personal needs, 
resulting in a test, which is of little or no benefit to the 
learner, and may have a demotivating effect. Such a mismatch 
may stem from a large and inflexible training programme, 
particularly in an industrial setting; or it may result from a 
learner's greater awareness of his own special needs, and 
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hence a greater sensitivity to whether those needs are being 
met. 
Different people have different needs at a personal level 
and at a professional level. If there are a few clearly distinct 
groups-classified, for example, by present occupation or future 
training course-one can adopt and use certain techniques or 
stimuli accordingly. 
If there is a wide variety of different individual needs, the 
overall aims of the programme may be to teach and test 
general English, because there are not sufficient resources to 
develop materials for each special area. However, an 
experienced teacher will always adapt his lessons as far as 
possible to suit the individual needs of his students; and an 
oral test can be flexible in the same way. 
Making the test relevant to the learner's needs is not jus t 
an academic exercise. If the learner realizes that the 
interviewer is sufficiently interested in his personal needs to 
adapt the test accordingly, he will respond to that expression 
of interest. He will probably have more to say about topics that 
concern him personally. He will not necessarily perform better, 
but he will feel that the test is more relevant for him and the 
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assessment will be based on a more representative sample of 
his language. 
Needs usually become evident in the course of a short 
conversation with the learner. In some cases the term 
'communicative' is used to mean relevant to the individual 
learner's particular needs.' 
There is a paradox in the use of needs analysis m.odels 
for analysing personal language needs. They are sophisticated 
and it requires a degree of sensitivity and experience to use 
them effectively. The paradox is that when they work well, one 
generally doesn't need them, and when one needs them, they 
don't help much. They work well in cases where a learner 
clearly needs certain types of language which can confidently 
be described; the suitable examples of this kind being waiters 
and airline hostesses. In most cases, however, the learner's 
needs are more elusive, and it becomes difficult to predict with 
any confidence exactly what he will and will not need to say. 
Needs analysis models are like useful checklists to make 
sure one has asked the right questions and not missed out 
anything important. Beyond this, they make common sense 
questions into a complicated and often irrelevant process. 
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Expectations: How learners react to a test, and how well they 
do, depends on how the test compares with what they expected 
it to be like. 
Every culture values education highly but does so in 
different ways. A test should be designed to match the local 
educational philosophy, as far as this is consistent with the 
aims of the programme. A test procedure designed for use in a 
culture which values logical analysis will get different 
reactions in a culture which gives more weight to rote 
learning; but if the test is part of a programme that aims to 
teach analytical skills, then the test must clearly reflect this 
too. 
There may, therefore, be discrepancy between the 
objectives of a teaching/testing programme and the cultural 
expectations of the learners. As oral tests allow the personal 
side of the learner to come through more than in written tests, 
they will be particularly sensitive to this discrepancy. They can 
produce distorted and inaccurate results. In such a case, the 
test should reflect the degree of familiarity with the culture 
with which the objectives are associated rather than jus t oral 
proficiency. 
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If this discrepancy concerns only the type of tasks to be 
performed in the test, this can easily be remedied by 
explaining exactly what is expected of the learner, and giving 
him the opportunity of practice, if necessary. An instruction 
sheet can be prepared in the mother tongue and distributed to 
learners in time for them to ask questions if desired. 
To help compile a profile of the learner's expectations, it 
is important to bear in mind that the process of using such a 
checklist should bring out, rather than conceal, the differences 
between individual learners. An average learner profile will not 
exactly represent anybody at all and may be quite misleading. 
What is the learner's educational background? 
How strongly is it influenced by his cultural 
background? 
What kinds of language tests has he previously 
taken? 
Are his expectations of the teaching/testing 
programme essentially academic or vocational? 
What is his general level of proficiency? 
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Anticipating the likely level of learners may be difficult, 
but it can have an important influence on the design of the 
test. Certain question types and techniques are particularly 
suitable for certain levels, and to produce the best test one 
therefore needs to know the most likely range of levels. Oral 
report or Role-play will be too difficult for beginners or 
elementary learners; a straightforward 'question and answer' 
exchange is usually quite easy, and will not discrimJnate 
between good and very good speakers. Similarly, the 
development of Rating Scales and Mark Categories will depend 
on the likely levels of proficiency (Underbill, 1987). 
3.1.1. Recording Oral Tests: 
Any ordinary oral test can be recorded on tape, but in 
most cases making a recording is not an essential part of the 
test. The recording is used subsequently for one or more of 
four purposes: 
1. As the basis for assessment. 
2. As data for moderating the consistency of assessment. 
3. As the basis for self assessment. 
4. As teaching material on which to base correction. 
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Similarly, a video system can be used to make a 
recording of a test for subsequent playback and analysis. To a 
learner, a video film of himself speaking in a foreign language 
is a powerful external demonstration of his communicative 
ability because his own mannerisms and the reactions of other 
people can be seen as well as heard. A series of video-recorded 
oral tests followed by analysis and discussion of the video can 
provide the basis for a rapid improvement in communicative 
effectiveness. 
Here, the concern is mainly with one particular type of 
test, which has no live interviewer or assessor at all. It is 
usually held in a language laboratory where several learners at 
once respond to pre-recorded stimuli heard through 
headphones. Their spoken responses are recorded on the tapes 
in each booth and then collected for marking. These are 
referred to here as 'recorded test'. 
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^ 
^ 
y 
Speaker 
Recorded 
Stimulus 
w 
Recorded 
Response 
^ Listener 
Assessor 
(Underhill, 1987) 
Here one can note that the arrows only go in one direction. 
The learner is encouraged to speak and his recorded speech is 
listened to later by a listener/assessor, but there is no two-
way communication between them and no opportunity to 
switch roles from speaker to listener and back again, as in live 
conversation. 
Advantages of Recorded Tests: 
1, It is possible to test many people at the same time. 
An average sized language laboratory has 12-16 booths, so it 
can be used to give a ten-minutes test to more than fifty 
people an hour, with only a single laboratory operator needed. 
2. The test marking does not have to be done in real 
time, i.e. in the same place and at the same time as the test 
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itself. It can be done where and when convenient, in comfort, 
with the faciUty to replay any part of the tape if desired. 
3. The marking time for each test can be considerably 
shorter than the test itself. Most language laboratories have 
the facility to switch student recorders on and off from the 
main console while continuously broadcasting a master tape. 
This enables the operator, to turn the machines on to record 
each learner's response and to turn them off during 
instructions or longer stimuli. Using this test compression; a 
test lasting fifteen minutes can be marked in only seven or 
eight. 
4. The largely predictable nature of what the learner 
will say makes it possible to anticipate the most likely 
responses and produce a detailed marking key. Such tests 
normally produce reliable marks. 
5. Recorded tests can be useful where live interviews 
are difficult because of practical problems in getting learners 
and assessors in the same place at the same time; or for 
personal or cultural reasons, for example, young people who 
are shy or embarrassed to speak openly in front of a stranger. 
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Disadvantages of Recorded Test: 
1. This type of test is not very authentic. There are few 
situations in the real world in which what the learner says has 
absolutely no effect on what he hears next. 
2. The assessor of a recorded test can hear everything 
a live assessor can, but he cannot see the test; he therefore, 
misses all the visual aspects of communication such as 
gestures and facial expression. Even silence often has a visible 
meaning. 
3. A live test in which an assessor can participate can 
be lengthened or directed if the assessor finds it difficult to 
evaluate, or has not heard or understood something; but there 
is nothing a recorded tape marker can do if the learner's 
speech sample is unclear or unsatisfactory. 
4. Technical difficulties can lead to poor quality 
recordings, or even no recording at all. Recorded tests should 
be carefully checked at the end of each recording session to 
ensure at the very least, that each learner's voice has 
registered. 
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5. A recorded test gives the learner nothing to take 
away - there is no possibility of knowing the score, finding out 
which class one will be in, or learning anything useful from 
one's errors. There is no human contact. 
6. Some people are afraid of speaking into a 
microphone. They may be unused to a disembodied voice 
heard over unfamiliar headphones, and therefore, so nervous 
that they fail completely to comprehend the instructions. The 
recorded test designer should anticipate such problem by 
giving instructions in the native language, or in written form, 
or by ensuring that all learners are familiar with the system in 
advance; and the operator should monitor all the learners 
while the test is in progress to make sure that they are all 
speaking. 
3.1.2 Who does the learner speak to? 
In a live oral test a question arises: who is the learner 
going to speak to? There are four possibilities suggested by 
Underbill (1987). 
He may speak to an interviewer, who is also the 
assessor. 
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He may speak to an interlocutor, who is not 
involved in assessment. 
He may speak to another learner. 
He may speak to a group of learners. 
1. Learner - Interviewer/Assessor: 
Speaker/ 
Listener 
— ^ 
M ^ Message zs • < Listener Speaker 
Assessor] 
The roles of interlocutor and assessor are combined. This 
is the most common and most economical oral test technique; 
but it is difficult for one person to concentrate on assessing 
effectively while at the same time trying to appear interested in 
what the learner is saying and involved in serious 
communication with him. This dual role is particularly tiring, 
and frequent test breaks are necessary. 
2. Learner -Interlocutor 
Speaker/ 
Listener 
- 3 ^ 
4 
MessaEfu (» 
k 
W 
> 
•5 '-
.Assessor 
Listener/ 
Speaker 
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Here, the interlocutor is distinct from the assessor, and 
is able to give his full attention to managing the discussion 
and encouraging the learner to speak as fluently as possible. 
Sometimes, the interlocutor will be seen by the learner as 
being the assessor's assistant, rather than as a completely 
independent person whose job is to help the learner. 
The learner thinks that he has to perform in front of two 
people. This is more difficult for some learners. Interlocutor 
should project himself to the learner as independent, friendly, 
and concerned for the learner's best interests. 
3. Learner - Learner 
Speaker/ 
Listener 
^ 
< ^ 
Message 
^ r 
Assessor 
-i > 
•^  
Listener/ 
Speaker 
Two learners speak together to carry out a set task, while 
the assessor listens without intervening. He is able to give his 
full attention to what they are saying, since he no longer has 
to worry about keeping the conversation going and eliciting 
fresh language. This saves considerably on examiner fatigue. 
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Some care needs to be taken in pairing learners, strong 
with strong and weak with weak, both for linguistic level and 
for personality. 
4. Learner - Group 
Speaker/ 
Listener 
- 3 ^ 
< ^ 
Speaker/ 
Listener 
r 
Message 
^ f 
Assessor 
-2 • 
< 
Listener/ 
Speaker 
A group of three to six learners carry out a set task 
together. The assessor has to set the situation and to brief the 
learners. After that he may sit back and remain silent 
throughout the task or may participate in the discussion and 
encourage the learners. Interacting with more than one other 
person is highly authentic and generates a spontaneity and 
group creativity, which is lacking in most oral tests. 
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3.1.3 Elicitation Techniques and Scoring Procedures in 
Oral Test 
This section will examine different oral test techniques 
and scoring procedures in detail. There are various techniques 
and their variations used in oral test. Though only some of 
them will be suitable for a particular test programme. If we 
examine different techniques, we will find that there is little 
difference between some of the techniques. Some techniques 
are a variation of another, or a variation is a different 
technique in its own right. There is no natural classification of 
test techniques. The sensitive test designer will always adapt 
ideas to his own circumstances to produce the best test. 
The broad aim of all these techniques is to encourage 
learners to speak by giving them something to speak about. 
Any one technique can only be more or less suitable for a 
particular oral test; the great majority of oral tests contain two 
or more elicitation techniques, with a balance between the 
more controlled and the less controlled. Some of the 
techniques suggested by Underbill (1987) are given below: 
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Discussion/Conversation 
This is the most natural thing in the world-two persons 
having a conversation on a topic of common interest. It is also 
the hardest to make happen in the framework of a language 
test; it can only occur when both parties are relaxed and 
confident and something sparks between them, allowing the 
activity to become dominant, and its ulterior purpose to be 
temporarily subordinated. The oral test then reaches its 
highest degree of authenticity by no longer being a test. 
To some body outside the conversation, it is hard to 
distinguish from an interview, but the distinction is useful. 
The difference is one of attitude or intention, rather than 
technique: in a discussion/conversation, the interviewer keeps 
overall control, but is willing to yield the initiative to the 
learner to steer the conversation or bring up a new topic. More 
accurately, the topics discussed and the directions taken by 
the conversation are the result of the interaction between the 
people, involved a kind of negotiation between the surface level 
of the words. Tone of voice, pitch and intonation, and 
expressions of face and body language all contribute to this 
negotiation. These are features of natural conversation, which 
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make this procedure, when it succeeds, authentic and 
communicative. 
In practice, this success depends very much on the 
ability of the interviewer to create the right atmosphere, and it 
is a question of human personahty; it has noting to do with 
conventional testing. On the contrary, our inherited attitudes 
to tests, and the way they are usually conducted hold learners 
at arm's length and prevent a positive atmosphere. When the 
interviewer successfully creates a positive environment, the 
interview test becomes a human encounter, a meeting between 
two people. Usually, only learners with quite a high level of 
proficiency will feel confident enough to take the 
conversational initiative. Some oral test programme will not 
want to offer the opportunity, in the interests of conciseness 
and comparability of language elicited. 
Taking the initiative, asking questions, expressing 
disagreement, all require a command of particular language 
features. They can be learnt, like any other language feature. 
But they also required the kind of personality willing to do 
such things in a situation where one knows he is being 
assessed: in other words, a willingness to take risks. Risk-
taking can be deliberately encouraged as a language-learning 
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Strategy, as part of a programme to help learners to help 
themselves. However, a learner will only try to use it in a test 
if he knows that it will be considered positively. The natural 
instinct of any of us is to keep quiet, speak only when spoken 
to, and not to try to do anything clever. There is therefore, a 
danger that a discussion/conversation technique will reward 
extrovert and talkative personalities rather than those who are 
less forthcoming. 
Features such as false starts, ambiguous statements, 
mumbles and shifts of focus of meaning are characteristics of 
ordinary conversation, and ideally learners should show their 
ability to cope with them; it is difficult to introduce 
deliberately in a natural manner, but they should not be 
avoided by the use of ' teacherspeak' either. 
Scoring procedure in this technique is very difficult 
because of the unstructured nature of the test. To overcome 
the problems, one should fix some criteria and on the basis of 
that criteria one has to score. He can involve one other scorer 
or can involve an interlocutor for conversation and an assessor 
for scoring. 
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Oral Report 
The learner prepares and gives an oral presentation 
lasting from five to ten minutes. He is expected to refer to 
notes but reading aloud is strongly discouraged. The use of 
simple aids such as an overhead projector, blackboard or 
flipchart diagrams is encouraged if appropriate. At the end of 
the presentation, the speaker is expected to deal with any 
questions. In a formal test procedure the learner makes the 
presentation directly to the interviewer. 
In less formal situations, mini-presentations may be a 
routine part of the daily teaching schedule and be used for 
testing purposes at the same time. Each day one learner in 
turn makes his presentation to the rest of the class who are 
expected to ask questions and discuss the topic at the end. 
When this procedure has been established, the whole activity, 
from introducing the speaker at the beginning through the 
presentation and question and answer session to a final 
summary, can be conducted by the learners without the 
intervention of the teacher or assessor. The presentation may 
be taped either for marking or for subsequent classroom 
analysis. 
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Choosing the topic is very important. It should be 
relevant to the aims of the programme or the needs of the 
learners and should contain new information or put a new 
point of view. It should not be so specialized that only the 
speaker himself is interested, nor should it be so general that 
it has no apparent purpose other than as a language exercise. 
Ideally, the topic should be chosen by the learner in 
consultation with his teacher who will help match the ability of 
the learner with the difficulty of a given topic. 
Particularly since giving presentations is an authentic 
activity for the learners, specific mark categories can be used 
for the different functional skills involved, for example, 
explaining factual data, expressing opinions or arguments, 
dealing with questions, summarizing, and so on. In this way, 
particular weaknesses can be identified for further practice. 
Where the presentation is given to an audience, the 
assessor will be able to back up his own impressions by 
watching the effect the speaker has on the listeners in terms of 
their comprehension, their reactions and their questions. 
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Learner-Learner Joint Discussion/Decision Making 
A group of two or more learners are tested ' together, 
without the participation of an interviewer. The learners have 
to maintain and direct the discussion entirely on their own. 
The task usually involves taking information from written 
documents and coming to a decision or consensus about 
certain questions through group discussion. Where several 
documents or sources are used, these can be read before the 
discussion begins, or even from a previous stage in a test 
battery. Since it is the discussion rather than the final-
decision, that is the important feature, there is usually no 
single correct answer; otherwise, having reached a conclusion, 
the learners will tend to sit back and wait rather than 
continue talking. Learners are told before hand that the 
assessment will be based on the way they express and justify 
their opinions, and evaluate, those of others, and not jus t on 
the factual content of what they say. The discussion may be 
marked live or it may be taped for later marking. 
Role-Play 
The learner is asked to take on a particular role and to 
imagine himself in that role in a particular situation. He has to 
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converse with the interviewer in a way that is appropriate to 
the role and the situation given. 
The learner is given a set of instructions jus t before the 
test that explain in simple language exactly what he is 
supposed to do. For more confident learners, these 
instructions may be expressed in terms of the general 
situation: 
Imagine you are a foreign tourist in India. 
You have arrived in Delhi. You want to visit 
Agra and its surrounding areas. You have 
consulted a travel agent. Talk to him about 
transportation to go to Agra. Find out how to 
get there. Make your own decisions about 
how to travel. 
Or the instructions may be made more specific, to give the 
learner more direction and to elicit more comparable language 
from each learner: 
You are a foreign tourist in Delhi. You want 
to visit Agra, so you go to see a travel 
agent. After you have explained the 
situation, ask him how to get to Agra. Ask 
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about the price, the travelling time, comfort, 
etc., and ask his opinion. Decide how you 
will travel, and explain why. 
The ability to ask questions is important in this particular 
example. This skill is often overlooked in oral tests, and it is 
something role-plays are good at eliciting. 
Role-play can be carried out by two candidates with the 
tester as an observer. For some roles this may be more natural 
but the performance of one candidate may be affected by that 
of the other. Similarly, the exchange may not follow the 
pattern predicted by the tester. 
Interview 
The interview is the most common of all oral tests; for 
many people, it is the only kind of oral test. It is a direct, face-
to-face exchange between learner and interviewer. It follows a 
pre-determined structure, but still allows both people a degree 
of freedom to say what they genuinely think. 
Compared with discussion/conversation, an interview is 
a structured test. The interviewer sets out to find certain 
things about the learner and to get answers to certain 
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questions. He maintains firm control, and keeps the initiative 
in his hands as well; whatever the learner says is in more or 
less direct response to the interviewer's questions or 
statements. However, the learner still has the freedom to 
answer, as he likes, or to develop his comments and opinions. 
When he has finished his answer or his comment, it is then up 
to the interviewer to make the next move; to develop the topic 
further or raise a new one. 
The questions and topics raised by the interviewer are 
chosen for their success in eliciting a representative sample of 
the learner's speech. Interviewers usually have a prepared list 
of written or memorized questions to ask, or topics to bring 
up. The mental or written list will contain quite a wide variety 
of questions and topics in order to avoid constant repetition 
and possible compromise. The final choice of topics and 
questions used will be left to the interviewer to decide during 
the course of the interview. 
Compared with question and answer, however, an 
interview is more authentic. It has a consistency and a 
relevance that stretches over more than one question or 
comment. There may be several topics raised in an interview, 
but each is explored in sufficient detail, with follow-up 
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questions and promptings to allow the learner to develop it 
and to show his proficiency, rather than jus t giving a straight 
answer to a straight question. 
An interview starts out with a deliberate plan. For a short 
interview of between five to eight minutes, this might be: 
1. Introduction : (polite social questions to put the 
learner at ease.) 
2. Final Level : (series of questions and topics to 
establish level against a specific 
; scale). 
3. Check questions :(above and below the established 
level, to confirm that it is right). 
For a longer interview of between ten and fifteen minutes: 
1. Introduction and warm-up. 
2. Establish approximate level. 
3. Fine-tune-level: several more topics/questions at 
about the right level to offer the learner the 
opportunity to improve his rating. 
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4. Elicit learner's opinion. 
• On his oral ability 
• On his overall proficiency. 
• On his own strengths and weaknesses in the 
language. 
• And perhaps, offer the opportunity to correct 
one or two earlier errors. 
5. Feedback and wind up; if possible, tell the learner 
the result; invite any comment; end the interview. 
The interviewer chooses his questions and comments to 
fit the purpose of each stage. When he feels that the function 
of one stage has been achieved, he moves on to the next, 
trying to make the transition as smooth as possible. 
In the earlier stage the interviewer will take care to 
promote the learner's confidence by filling awkward pauses, 
perhaps providing words the learner is searching for, glossing 
over major errors of communication, and speaking clearly. As 
the interview progresses, and the learner warms to the 
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procedure, the interviewer should try to pull back a bit, and to 
give the learner more space. 
In particular, the interviewer should be careful not to: 
• over-correct errors. 
• Fill pauses or silences automatically. 
• Interrupt unless necessary. 
• Impose his own opinion unnecessarily. 
Oral interview often fails to discriminate effectively at 
higher levels. The oral interview technique is well-suited for 
testing learners at the intermediate level and below, where 
detailed rating scales present easily recognizable learner 
profiles; but at higher level it is difficult to produce such well-
defined scales, and the usual mark categories fail to 
discriminate well. The tightly controlled interview that is more 
like a question and answer test will not easily elicit the 
learner's best language performance at higher levels. Filling 
conversational pauses naturally and correcting one's own 
errors are two of the features that distinguish higher level from 
intermediate level learners. Ultimately, the interviewer must be 
prepared to yield the initiative to the learner. 
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Making Appropriate Responses 
The learner is given a number of short, unrelated 
situations that might occur in everyday life. He may be given 
the situations written out on a sheet of paper; the situations 
may be read out to him; or both of these. He is asked to 
imagine himself in each situation in turn and to provide what 
he thinks, would be easily described and easily understood, 
and require an answer of one or two sentences at most. They 
are designed to elicit functional language, for example, to ask 
for information, to apologise or to refuse an invitation politely. 
There should usually be two or three correct and appropriate 
ways of responding. If the learner does not answer, the 
interviewer should check that the situation has been 
understood, and must watch out for cultural 
misunderstanding. 
This technique needs an assessor with a native-speaker 
like command of the language who can assess the 
appropriateness of a response. Marks are awarded on a simple 
scale such as: 
0 Inappropriate or seriously incorrect. 
1 Relevant but not entirely acceptable. 
2 Appropriate and correct. 
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A native-speaker assessor will usually have little trouble 
deciding immediately whether a response is appropriate or not. 
A prepared list of acceptable answers can be constructed from 
intuition and by trying each situation out, but it is not always 
possible to anticipate every acceptable answer. A prepared 
marking key should indicate, which type of an answer has to 
be considered fully appropriate; for example, if the learner is 
asked to respond to a situation in which he has accidentally 
knocked against somebody in the street, is it enough to say 
'I'm sorry' or would be expected to say, 'I'm terribly sorry. I 
hope I ,haven't hurt you?' 
This technique is quick and easy to use; several 
situations and response take only a couple of minutes to 
administer and mark. However, there are some problems: 
1. Great care is needed to produce situations which 
are unambiguous and to which only one type of response is 
appropriate. 
2. There is a danger of cultural bias, favouring those 
learners with back grounds culturally similar to the 
tester/marker, against those with culturally dissimilar 
backgrounds. 
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3. Many learners today are learning English as an 
inernational language, for communication with other non-
native speakers. A test that assesses knowledge of British 
English social phrases, for example, may be inappropriate for 
learners who will rarely speak to native English speakers. 
Question and Answer 
This typically consists of a series of disconnected 
questions which are graded in order of increasing difficulty, 
starting with short simple questions, such as what's your 
name? and where do you live? and working up to long and 
complex sentences such as 'If you hadn't been taking this test 
this morning, what would you have been doing instead? In a 
live test, this order allows the optional cut-off to be used once 
the questions have clearly become too difficult. 
Question and answer is a very common general-purpose 
test technique especially suitable for lower levels, and as an 
achievement test for learners who have been following a 
carefully graded structural syllabus. It is easy to choose and 
adopt questions to suit the level; if one question is not 
understood, the interviewer can move on to another. However, 
it is tester-dominated and relatively unauthentic. 
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Description/Explanation 
With minimal preparation, the testee describes, at some 
length, a well-known object, a system or an everyday 
procedure. The description is factual and the object being 
described either widely known or easily comprehensible. 
Choosing something that is familiar to everybody is a good way 
of getting the testee to produce connected discourse on a given 
topic but allows considerable freedom of choice of expression 
without requiring extensive preparation. This distinguishes it 
from Oral report, which requires more thorough preparation 
on a more 'specialized subject. Normally, the learner is given a 
list of five or seven topics to choose from and a few minutes 
preparation time. 
Interpreting 
It is not intended that learners should be able to act as 
interpreters. However, simple interpreting tasks can test both 
production and comprehension in a controlled way. One of the 
testers acts as a monolingual speaker of the learner's native 
language, the other as a monolingual speaker of the language 
being tested. 
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Comprehension can be assessed when the learner 
attempts to convey what the visitor is saying, and unless some 
such device is used, it is difficult to obtain sufficient 
information on the learner's powers of comprehension. 
Production is tested when the learner tries to convey the 
meaning of what the native speaker says. 
Sentence Repetition 
Learners hear a series of sentences, each of which they 
have to repeat in turn. This obviously does not in itself 
represent a cross section of the oral skills that we are usually 
looking for, but there is research reference that, provided the 
sentences are not too short, learners will make the same kind 
of errors in performing freely. The advantages of this format 
are the control which can be exercised in the choice of 
structures, etc., and its economy. While it might provide 
sufficient information as part of a placement test, problems in 
interpretation, as well as a potentially unfortunate backwash 
effect, militate against giving it a prominent role in 
achievement or proficiency tests. 
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3.2 Comparison of Oral Test with Written Test 
Underbill (1987) states "oral tests are qualitatively 
different from other kinds of tests. They do not easily fit the 
conventional assumptions about people and testing". It may 
not even exist, in the same way that a written test does, on 
paper. It is the people and what passes between them that are 
important, and the test instrument is secondary. In fact, with 
a technique like an oral interview, it becomes impossible to 
talk about the test independently of the people involved in it 
because it does not have a separate existence as a set of 
questions on paper. 
A written multiple-choice test is usually held in 
scheduled lesson time in an ordinary classroom, without the 
need for any special arrangements. An oral test, on the other 
hand, can often be more difficult to design, administer and 
mark. 
Spoken language is somewhat different from the written 
language. Writing process has at least the following five 
general components: 
1. Content : the substance of the writing; the ideas 
expressed. 
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2. Form : 
3. Grammar : 
4. Style 
5. Mechanics 
the organization of the component. 
the employment of grammatical forms 
and syntactic patterns. 
the choice of structures and lexical 
items to give a particular tone or 
flavour to the writing. 
the use of the graphic conventions of 
the language. 
From the above, we see that the writing process, as 
commonly conceived, is a highly sophisticated skill combining 
a number of diverse elements, only some of which are strictly 
linguistic. 
On the contrary the following components are generally 
recognized in analyses of the speech process: 
1. Pronunciation : Speech sounds; stress and 
intonation. 
Grammar 
3. Vocabulary 
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4. Fluency : the ease and speed of the flow of 
speech. 
5. Comprehension : for oral communication certainly 
requires a subject to respond to 
speech as well as to initiate it. 
The marking system is a vital part of an oral test. It must 
be integrated into the whole process of test design from the 
beginning; it is too important to be left to the end, as an after 
thought. 
Objective test types, such as a multiple-choice test, are 
very easy to mark. Only one marker is needed, and his 
judgement is never called into play. An answer is either 
completely right or completely wrong. One marker will give an 
answer exactly the same score as another. 
Tests that call for subjective judgement on the part of the 
marker such as most oral tests or extended writing tasks like 
compositions do not always have such high reliability. Either 
different markers give different scores to the same learner, or 
the same marker gives the same test different scores on two 
different occasions. This poor reliability makes it difficult to be 
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confident that the scores awarded in an oral test are accurate 
and trustworthy. 
3.3 Oral Test in Internal Assessment 
There is a tendency to treat assessment as a once-a-term 
or once-a-year activity. The student takes the test on a 
particular day and his performance in that test, on that day, is 
taken to be a standard measure of the learner's ability. This 
seems a particularly inappropriate method of assessing a 
learner's spoken language skills. It would be both more 
informative for the teacher and fairer to the learner to have 
some continuous record of the learner's spoken performance 
on different occasions and for different purposes. Some 
theorists (Flood 85 Lapp, 1989; Hiebert 8& Calfee,1989; 
Jongsma, 1989; Katz, 1988; Rothman,1988; Shepard, 1989; 
Valencia, 1990a; Valencia, 1990b; Wiggins, 1989a) called this 
model of assessment as portfolio model of assessment. A 
portfolio assessment is the procedure used to plan, collect and 
analyze the multiple sources of data maintained in the 
portfolio. A portfolio that is based on a systematic assessment 
procedure can provide accurate information about the depth 
and breadth of a learner's capabilities in many domains of 
learning. 
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The continuous record of the learner's spoken 
performance on different occasions and for different purposes, 
is possible only when the test is conducted internally in the 
institution. The teacher is the real assessor of his students. 
But, it is really a very tough job for a single person to carry 
out oral test continuously in the course of time. The teacher 
may face a lot of problems in constructing, administering and 
scoring the oral test on his own. 
Constructing a suitable and valid oral test is a difficult 
task. A single person may face problems in designing an oral 
test repeatedly in the course of time. Administration of the oral 
test is also difficult. If the test is administered in a language 
laboratory, it is possible to be administered by only one 
person. But, if the test is live, then it is problematic for a 
single person to administer it. 
Scoring is vital for an oral test. Here the scoring is 
subjective and reliability is low. If the test is scored by only 
one person, there may be a possibility of getting very low 
reliability of the score. 
Objective tests are very easy to mark. Only one marker is 
needed, and his judgement is never called into play. An answer 
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is either completely right or completely wrong. One marker will 
give an answer exactly the same score as another. The 
consistency between markers is very high. Similarly, if one 
marker marks the same answer paper on two occasions, two or 
three weeks apart, he will give it the same score both times. In 
this case, the intra-marker reliability is very high. 
Tests that call for subjective judgement on part of the 
marker, such as most oral tests, do not always have such high 
reliability. Either different markers give different scores to the 
same learner or the same marker gives the same tests different 
scores on two different occasions. 
This poor reliability makes it difficult to be confident that 
the scores awarded in an oral test are accurate and 
trustworthy. 
To avoid this problem there should be more than one 
assessor. It is better to have two assessors with different 
assignments. One can be the principal interviewer while the 
other sits back and listens. At the end of the test, the 
assessors discuss their suggested marks. 
The other solution to the problem of reliability is the 
categorical marking system. There should be categories such 
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as fluency, accuracy, pronunciation, etc, for marking oral 
proficiency. The maker is asked to give each learner a separate 
mark for each category. These separate marks are then 
combined to give the overall score, either by simple addition or 
by the process of weighting. 
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CHAPTER-4 
COMMUNICATIVE 
LANGUAGE TESTING 
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4.1 Communicative Approach to Testing 
The rise of socio-linguistics has shifted the focus of the 
language teachers from linguistic competence to 
communicative competence. This shift of interest has 
brought a change in the approach to teaching. Now more 
and more emphasis is on actual performance in ordinary 
isituations. 
Communicative testing is the corollary to 
communicative teaching. Testing is a process of collecting 
data of behavioural change and judging the direction and 
extent of such changes. This reveals that testing is neither 
free from instructional objectives nor from teaching-learning 
process. It is intimately related to objectives and learning 
activities on the one hand and improvement of instructions 
on the other. This relationship can be clearly understood by 
the following diagram: 
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INSTRUCTIONAL OBJECTIVES 
TEACHING-LEARNING^ ^ TESTING 
PROCESS 
(Furst's Triangle) 
Classroom teaching is a process of effecting desirable 
change in a learner 's behaviour. Such behavioural changes 
are directed by instructional objectives. The teacher 
organizes suitable teaching-learning activities in order to 
promote these behavioural changes. This is directly related 
to the predetermined instructional objectives. A change in 
these objectives will also force to modify the teaching-
learning process for better achievement of the objectives. 
The extent to which the teaching-learning activities result in 
experiences, which lead to the realization of part icular 
objectives is determined by learner evaluation. If we modify 
the instructional objectives, we have to modify our testing 
method. If our motive is actual performance in ordinary 
si tuations, then we have to design our instructional 
objectives on the basis of that . This will lead to a change in 
our teaching method and testing systems. If we design our 
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objectives on the basis of the communicative needs of the 
learner, then our teaching method should be communicative 
and consequently testing method also should be 
communicative for better realization of the objectives. 
Communicative tes ts are concerned primarily with how 
language is used in communication. Kitao (1996) argues: 
"Communicative language tests are intended to be a 
measure of how the testees are able to use language in real 
life situations". 
The a t tempt to measure different language skills in 
communicative tes ts is based on a view of language referred 
to as the divisibility hypothesis. Communicative testing 
resul ts in an at tempt to obtain different profiles of the 
learner 's performance in the language. Unlike the separate 
testing of skills in the s t ructural is t approach, moreover, it is 
felt in communicative testing that sometimes the 
assessment of language skills in isolation may have only a 
very limited relevance to real life. For example, reading 
would rarely be under taken solely for its own sake in 
academic study, but ra ther for subsequent transfer of the 
information obtained to writing or speaking. 
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In testing productive skills emphasis is placed on 
appropriateness rather than on ability to form grammatically 
correct sentences. In testing receptive skills, emphasis is 
placed on unders tanding the communicative intent of the 
speaker or writer rather than on picking out specific details. 
And, in fact, the two are often combined in communicative 
testing, so that the testee must both comprehend and 
respond in real time. In real life, the different skills are not 
often used entirely in isolation (Kitao, 1996). 
Communicative language tests are those which make 
an effort to test language in a: way that reflects the way in 
which language is used in real communication. It is, of 
course, not always possible to make language tests 
communicative, but it may often be possible to give them 
communicative elements. This can have beneficial backwash 
effects. If s tudents are encouraged to study for more 
communicative tasks , this can only have a positive effect on 
their language learning. 
The 'communicativeness ' of a test might be seen as 
being on a cont inuum. Few tests are completely 
communicative; many tes ts have some elements of 
communicativeness. For example, a test in which testees 
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listen to an ut terance on a tape and then choose the most 
appropriate response from among these choices, is more 
communicative than one in which the testees answer a 
question about the meaning of the utterance. However, it is 
less communicative than one in which the testees are face-
to-face with the interlocutor and are required to produce an 
appropriate response (Kitao, 1996). 
4.1.1 Need for Communicative Approach of Testing 
Communicative testing was discussed as early as 1978 
(Davies 1978) though grammar continued to be considered 
important. Morrow (1979) in his article, "Communicative 
Language Testing: Revolution or Evolution?", makes a 
distinction between communicative competence and 
communicative performance. 
Morrow (1979) has listed seven features of language 
use that do not seem to be measured by conventional tests: 
1. Interaction-based. 
2. Unpredictability 
3. Context a) Context of situation 
b) Linguistic context 
4. Purpose 
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5. Performance 
6. Authenticity 
7. Behaviour-based 
Most of the existing test pa t terns fail to measure these 
characterist ics of language in use as communication. The 
implications of this view of language for the test of 
communicative ability are that, the test is direct, criterion-
referenced, valid and reliable. 
The development of tests for assessing communicative 
performance has been greatly influenced by current ideas 
about the role of language in communication and in 
particular, by the implications of those ideas for the 
teaching and testing of language for specific purposes. 
Approaches to problems of language testing are 
strongly influenced by the place accorded to usage and use 
in inter-personal communication. This dichotomy, lucidly 
expounded by Widdowson (1978), echoes the long discussed 
distinctions between langue and parole, and between 
competence and performance. Concentration on usage is 
concerned primarily with formal language pa t te rns , whereas 
use is concerned with communicative function, with how the 
language is used. Pedagogies emphasize usage built on the 
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selection and sequencing of learning uni ts expressed in 
formal linguistic terms, even if they do not actually employ 
these labels, and given a good deal of importance to the 
formal correctness of the learner's usage. Programmes 
emphasizing use, however, base their pedagogies on effective 
communication, assuming that realistic communication will 
provide the learner with meaningful practice, so that he will 
conform gradually to the norms of usage, the emphasis 
being on appropriacy rather than formal linguistic 
correctness. The hope is, on the one hand, that continued 
practice in usage will ultimately produce effective use and, 
on the other, that continual use will produce appropriate 
usage. 
The distinction between usage and use is of great 
importance for teaching and testing. It implies that a test 
cannot be based on a selection of items chosen on linguistic 
grounds alone, but it should specify how a testee requires to 
use the language. The criterion for success lies not in formal 
correctness but in communicative effectiveness. One should 
not, however, oversimplify the complex relationship between 
usage and use. Whilst it is clear that a fully competent 
native user of a language will have little trouble in selecting 
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those language forms which will best serve his functional 
requirements, it is not so evident that this will apply also to 
non-native learner in the early stages of language 
acquisition. To extend Hymes (1974) assertion that "there 
are rules of use without which the rules of grammar would 
be useless", we might add 'there are rules of grammar 
without which the rules of use would be inoperable". 
Changing the emphasis from usage to use means also 
changing ideas concerning the specificity of tests . From the 
usage point of view, a language can be seen as a unified 
entity with fixed grammatical pa t terns and a core of 
commonly used lexical i tems. Equipped with a mastery of 
these language pat terns , it is hoped the user will learn to 
cope with the s i tuat ions he finds himself in. Therefore, a 
single test of the learner 's language proficiency based on 
formal usage should prove an adequate indication of his 
ability to cope with real s i tuat ions. But from the point of 
view of the role of language in communication, it entails 
different configurations of language skill mastery, and 
therefore, there should be a different course or test 
contents . From the use point of view, language loses its 
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appearance of unity and must be taught and tested 
according to the specific needs of the learner. 
Carroll (1980) says, "A central place is given to the use 
of such assessments for making decisions about the 
placement and progress of learners on language 
programmes: the main thesis can thus be expressed in 
terms of the curriculum triangle: 
C o m m u n i c a t i v e N e e d s 
Language 
P r o g r a m m e 
T e s t i n g 
S y s t e m s 
Fig: Curriculum Triangle 
This diagram il lustrates the key role played by the 
specification of communicative needs in the development of 
language curricula, and the deviation of the design of both 
language programmes and testing systems from this 
specification. We cannot, however, draw from the 
specification of needs any direct imperatives about the 
pedagogy of the programme or the nature of the testing 
ins t ruments ; such factors will depend on the resources and 
time available and on the inherent demands of teaching and 
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testing. Therefore, the initial specification should not be 
seen as a straitjacket clamped on to the curriculum but as a 
comprehensive and detailed compendium giving unity and 
purpose to it. The diagram thus i l lustrates the interactive 
relationship between the language programme and the 
testing system and their mutua l derivation from an analysis 
of the learner 's communicative needs. 
Traditionally, programmes do not generally exemplify 
this tripartite congruence of needs, programmes and tests . 
Typically, needs are often vaguely specified in terms equally 
applicable to a wide range of learners, and thus specific to 
none of them; language programmes are devoted to the 
acquisition of lexical and syntactic items with little 
systematic consideration of the communicative aims of the 
individual learner; and tes ts or examinations are only 
loosely or fortuitously related either to the learner 's needs or 
to the content of his learning programme. Unfortunately, in 
many language courses the end examination not only 
provides the learning motivation but dominates the content 
and pedagogy of the courses , t hus inverting the priorities 
i l lustrated in our diagram. 
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In practice, of course, a good deal of work can be done 
by a skillful teacher and diligent s tudents to compensate for 
the deficiencies of an illogical curriculum pattern, and many 
learners do ultimately succeed in learning their target 
language. But this should not inhibit a t tempts to improve 
conditions of learning through a logical ordering of 
curr iculum components designed to help the learner to 
achieve his communicative objectives more speedily and 
efficiently. An example of such systematic approach is the 
work of the Council of Europe Project for adult language 
learning, where care has been taken to specify the purposes 
for which the European community members are likely to 
communicate with each other, and language courses and 
tests are being developed from them. 
The adoption of the criteria of communicative use 
presents many difficulties to the tester, and it is not claimed 
that as yet they have been overcome. It would, no doubt, be 
much more comfortable to stay with the concept of general 
proficiency tests , based on usage, because the alternative 
concept of diversified testing bristles with difficulties. But 
the tester believes that such diversified tests are the only 
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logical answer to communicative problems, and we shall 
explore the principles and practice of such tests . 
4 .1 .2 . Issues in Communicative Testing 
Morrow (1979) suggested the following characterist ics 
of a test of communicative ability: 
1. It will be criterion-referenced against the 
operational performance of a set of authent ic 
language tasks . In other words it will set out to 
show whether or not the candidate can perform a 
set of specified activities. 
2. It will be crucially concerned to establish its own 
validity as a measure of those operations it claims 
to measure . Thus content construct and 
predictive validity will be important, but 
concurrent validity with existing tests will not be 
necessarily significant. 
3. It will rely on modes of assessment , which are not 
directly quanti tat ive. It may be possible or 
necessary to convert these into numerical scores, 
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but the process is an indirect one and recognised 
as such. 
4. Reliability, while clearly important, will be 
subordinate to face validity. Spurious objectivity 
will no longer be a prime consideration, although 
it is recognized that in certain s i tuat ions test 
formats which can be assessed mechanically will 
be advantageous. The limitations of such formats 
will be clearly spelt out, however. 
Designing a test with the above characterist ics raises a 
number of interesting issues. In the first place there is the 
problem of sampling and extrapolation. Which tasks should 
be selected, how representatives they are, and what 
predictions can be made on the basis of performance on one 
task about performance on other tasks? One accepted 
solution suggested by Carroll (1980), has been to pick out 
part icular language features, especially those likely to cause 
difficulties, present them one after the other in a test and 
assess the testee's general proficiency from the number to 
which he gives a correct response. The danger is that in 
building up easily-devised and objectively-scored tes ts of 
strings of linguistic items we may miss the essence of the 
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measurement of communicative performance. Detaching test 
items from their communicative content is to risk finding 
little about the learner 's behavior which is not trivial; and 
merely multiplying the number of trivia is not going to solve 
the measurement problem. 
Secondly, one might wonder how far conditions for 
actual real life communicat ions are replicable in a test 
si tuation (Weir 1981). Carroll (1980) sees this issue as the 
issue of authentici ty of a test. He comments that the issue 
of authentici ty mus t always be an important aspect of any 
discussion on language testing. A full application of the 
principle of authentici ty would mean that all the tasks 
under taken should be real-life, interactive communicative 
operations and not the typical routine examination 
responses to the tester 's stimuli, or part of a s t imulus-
response relat ionship; tha t the language of the test should 
be day-to-day discourse, not edited or doctored in the 
interests of simplification but presented with all its expected 
irregularities; tha t the contexts of the interchanges are 
realistic, with the ordinary interruptions, background noises 
and irrelevancies found in the airport or lecture-room; and 
that the rating of a performance, based on its effectiveness 
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and adequacy as a communicative response, will rely on 
non-verbal as well as verbal criteria. 
Lastly, there is the problem of assessment . As 
performance tes ts are necessarily integrative tests , 
quantitative assessment procedures are unsui table and 
what is needed is qualitative assessment (Morrow, 1979). 
This type of assessment is less objective, which in turn will 
affect reliability. One sometimes finds banded mark schemes 
used for assessment of levels of proficiency. Such schemes 
consist of a set of descriptions of what a candidate can or 
cannot do, and which strategies he uses at different levels. 
Such descriptions are based on criteria such as accuracy, 
appropriateness, flexibility, etc. (Carroll, 1980). The 
examiner scores the test impressionistically, and assigns the 
band of the mark scheme which is most appropriate to the 
candidate 's performance. 
Another focus of discussion has been the distinction 
between norm-referenced and criterion-referenced tests 
(Carroll, 1980). These two approaches are not mutually 
exclusive and both can contribute to the solution of testing 
problems in tha t the primary point of reference in the design 
of tests , the analysis of test items and the interpretation of 
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test performance is the specified, communicative, 
behavioural criterion. 
4.1.3. The Design of Communicative Tests 
There are three basic phases proposed by Carroll 
(1980) which are involved in the design of a communicative 
test: 
1. Description of the part icipants. 
2. Analysis of their communicative needs. 
3. Specification of the test content. 
The various processes required to make the 
specification of test content are shown in the design by 
Carroll (1980), which is a modification of that of Munby. 
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Participant 
Communicative 
Needs 
Processor 
Ski l ls /Funct ions 
Selector 
Specification 
Identification of Participant(s) 
Purpose Setting Interaction Instrumentality 
Dialect Target Level TEvent/Activity Key 
i 
Language Skills Units of Meaning 
(functions and tones) 
V 
Syllabus Content and/or Test Content 
(Figure: Communicative Content Specification) 
The parameters of this model are functional. There is a 
general trend among the test designers to get down to actual 
language realisations before the completion of the functional 
specification. Before construct ing a test to serve, one has to 
look into these specifications. 
Participant Identifications: We identify our part icipant by 
giving relevant information about his identity and language 
background, such as his age, sex, nationality and place of 
residence as well as target language, mother tongue and any 
other languages learnt. Although we may be studying the 
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needs of one participant, it is likely that he will act as a 
prototype for a number of learners with similar aspirat ions. 
Purposes: Knowing the purpose of the course is very 
important for designing a particular test. The occupational 
or educational purposes for which the participant will need 
to use the target language should be specified. 
Setting: The parameter of setting embraces both physical 
setting (country, place, insti tution and type of work) and 
psycho-social setting (cultural type, sophistication, pace). 
Interaction: The persons with whom the part icipant iwill 
deal in his educational and the inter-relationships involved 
are stated. The social relationships will be of considerable 
importance when we come to the linguistic features involved 
in expressing or interpreting tones. 
Instrumentality: The input in terms of medium (written, 
spoken), mode (dialogue written to be spoken), and channel 
(face-to-face, telephone, print, etc.) are specified. 
The four parameters above are independently variables 
referred to in specifying the following four dependent 
variables. 
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Dialects: From the many varieties of the language 
concerned we select those which it is appropriate for our 
part icipant to produce or unders tand. 
Target Level: The target level for the part icipant 's command 
of English is specified in terms of the dimensions of size, 
complexity, range, delicacy, speed and flexibility. Tolerance 
conditions for error, style, reference, repetition, and 
hesitation are also established. 
Events/Activities: The event parameter covers the main 
focus of the education the participant is expected to 
undergo. In this instance, he must attend lectures, write 
reports, take part in seminars and so on. He will also have 
to make visits to industrial and commercial locations, 
dealing with staff on a non-academic basis . The macro-
category of event is divided into smaller-scale const i tuents , 
named activities, which will later permit of more direct skill 
and function realizations. 
Communicative Key: The final variable is that of key, which 
allows us to specify how the activities are carried out. A 
study of the earlier variables will indicate how to specify the 
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likely at t i tudes or keys, that the participant will be required 
to produce or unders tand for each event. 
Selection of Language Skills: Having assembled the data 
for a communicative needs profile, we are now in a position 
to select the specific language skills and uni ts of meaning 
needed to carry out the activities specified. We will deal with 
the language skills in the present section and with uni ts of 
meaning in the next. 
The taxonomy of language skills are perhaps the most 
immediately useful aspect of our need specification model. 
Although not so divided in the original taxonomy, the 
language skills can be seen to fall into several broad fields, 
as follows: 
1. oral and aural skills, especially stress and intonation; 
2. graphic skills, especially spelling and punctuat ion; 
3. language pa t te rns within the sentence, particularly those 
conveying information and conceptual meaning through 
lexical and s t ructura l devices; 
4. discourse features, such as indicators for handling a 
topic and indicating the s t ructures of a discourse; such 
152 
features make a text what it is rather than a string of 
separate sentences; 
5. reference study and si tuation-handling skills for handling 
or relaying information. 
Units of Meaning: The current emphasis on socio-linguistic 
features of communication is seen in the central place being 
accorded to psycho-social setting and social relat ionships, 
which inform the communicative key. The activities specified 
are now ready to be processed into communicative functions 
which, accompanied by their appropriate at t i tudinal tone 
markers , are called un i t s of meaning. 
Specification of Test Content : By making the analysis 
j u s t described, on has been able to produce a profile of 
communicative needs as a guide for the selection of 
language skills a n d / o r un i t s of meaning which is then ready 
for realization in actual language for both programmes and 
tes ts . It is at this stage that the item writers and test 
constructors can be given clear guidance about the kind of 
test they are expected to devise. 
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The realization of design specifications in actual tests 
is an exciting job if done on team basis and one requiring 
the reconciliation of specific criteria and creative talent. 
As a measure to reduce the complexities of the task of 
the test devisers, Carroll (1980) has modified the above 
specification procedures in the form of a table. In this table, 
test constructors are given procedures for item construction 
which are drawn on information collected in ten information 
banks . 
s. 
No. 
1. 
2. 
3. 
4. 
5. 
6. 
7. 
8. 
9. 
10. 
Information Banks 
Participant Identification 
Purpose for Language Use 
Events/Activities 
Instrumentality 
Socio-Cultural Factors 
Perfomnance Level 
Topic areas 
Language Skills 
Language function/tones units 
Test Format 
Procedural Guide 
Broadly describe typical participant. 
Describe main useb of English and classify 
under ESP headings: academic, occupational 
or social survival. 
Choose the major evens to be met with, and 
select several activities for each. 
Select media-listening, speaking, reading or 
writing, or multiple-mode combinations. 
Channels: face-to-face, tape, print, films, etc. 
Specify social relationships, dialect and socio-
cultural factors. 
Using nine-point scale, give target levels of 
perfomnance for each medium and multiple-
mode. 
Identify semantic areas for each specified 
event. 
Choose the skills necessary for carrying out 
the different activities at given target levels. 
Indicate functions needed, and appropriate 
attitudinal tones, for those activities involving 
sizeable person-to-person interactions. 
Choose types of item for each activity-closed-
ended, open-ended, or restricted response. 
Source: Carmll, B.J. (1980). Testing Communicative Performance. Oxford. Pergamon Press. 
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4 .1 .4 . Scoring Procedure in Communicative Testing 
As performance tests are necessarily integrative tests , 
quantitative assessment procedures are unsuitable and 
what is needed is qualitative assessment (Morrow, 1979). 
This type of assessment is less objective, which in turn will 
affect reliability. One sometimes finds banded mark schemes 
used for assessment of levels of proficiency. Such schemes 
consists of a set of descriptions of what a candidate can or 
cannot do, and which strategies he uses at different levels. 
Andrew Harrison (1986),in his article, 'Assessing Text 
in Action', observes " for assessment purposes language 
has to be chunked in one way or another, and whether the 
chunks make sense or not has an important influence on 
the assessor ' s approach". The two approaches he mentions 
are: the category system and the series system of 
assessment . 
In the former the language production is judged in its 
totality for certain categories like some designed criteria (eg. 
Vocabulary, s t ruc ture , fluency, pronunciation, etc.) or some 
descriptions of performance ("uses a wide range of 
vocabulary appropriately"/ "cannot use complex structures", 
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etc.) Carroll (1980) lists ten performance criteria, namely 
size, complexity, range, speed, flexibility, accuracy, 
appropriacy, repetition and hesitation, through which he 
proposes to realize', the central features of our test system, 
namely, to confront the testee with a communicative task. 
Guha and Choudhary (1992) point out certain draw 
backs of the category system: (a) the use of criteria in 
assessment tends to overlook meaning at the expense of 
mechanics and the system, therefore, is not really 
communicative; (b) the descriptions of performance are very 
difficult to set up and the assessors need rigorous training 
in working out the meaning of these categories to 
successfully implement this system. 
On the other hand in the series system the text is 
divided into uni ts of meaning or information and the 
assessors judge the value of each unit individually in terms 
of communication or meaning. 
To elaborate further on the series or unit system, in 
each unit the examiner looks for the essentials in the ac ts of 
communication, the elements, which have been predicted in 
advance when they appear in a script. In a conventional 
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marking scheme when the grammatical or lexical errors are 
penalized, the marks scored by the s tudents become 
relatively low because even the best s tudents make 
mistakes. According to Harrison (1986) this is negative 
marking. Whereas, when the unis of language are based on 
information conveyed by the student , the marking is 
positive, on a 0-1-2 basis . In awarding marks each unit is 
judged first for its communicative value and then for its 
appropria teness to the context. 
The development of scoring criteria will be with the 
view tha t each task would reveal aspects of communicative' 
language performance; that is, that each task could be 
scored for grammatical , sociolinguistic, discourse and 
strategic aspects of communicative language performance. 
One should not, however, at tempt to predetermine the 
specific aspects of each component that would be scored. 
Rather, he should work from the data gathered during the 
pilot-testing phase to determine what specifically would be 
scored in each task and what scoring criteria would be used. 
By proceeding in this way the scoring scheme was able to 
reflect the most salient aspects of each task response and 
the full range of responses observed for any specific aspect. 
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Neither could have been fully known prior to an examination 
of the data. 
The approach in developing scoring procedures has 
been to begin comprehensively using a mixture of objective 
counts and subjective judgements . 
For purposes of large-scale testing, the emphasis 
should be to reduce the number of aspects scored, based on 
analyses carried out with the pilot data. Several factors will 
determine the final set of features to be scored. 
One factor will be thei ways the data cluster in 
correlational and factor analytical analyses. For example, 
the analyses of the written data will reveal cluster of 
variables tha t correspond to the theoretical cons t ruc ts of 
sociolinguistic, grammatical and discourse competence 
(strategic performance will not be scored in the written 
data). Preliminary analyses on a partial da ta set are 
suggestive of these components, but also reveal a fourth 
cluster of variables having largely to do with vocabulary 
knowledge. 
Which variables are selected will depend in par t on the 
face validity of the variables. Additionally, however, their 
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selection will depend on pat terns of systematic and 
interesting variability. 
Thus the steps pursued in developing scoring 
procedures for large-scale testing involve the selection of 
variables from a much larger set, the larger set being 
determined by the nature of the responses to each task. By 
proceeding in this way, the criteria reflect the range of 
possible responses and the task responses will have been 
exploited to their fullest in contributing to theory and 
practice. 
4 .2 . Communicative Approach to Testing with Reference 
to Different Types of Tests 
The role a testing programme may play in the conduct 
of language programme may be shown diagrammatically 
(adapted from a diagram devised by Ian Seaton, British 
Council): 
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Test s 
t 
O c c u p a t i o n S t u d y 
T e r m i n a l : 
- a c c r e d i t a t i o n 
- p r o g n o s i s 
P r o g r e s s : 
D i a g n o s i s 
( f o r m a l / i n f o r m a l ) rnia t 
P l a c e m e n t 
- S e l e c t i o n 
- p r o g n o s i s 
- a p t i t u d e 
E n d o f i C o u r s e 
t 
P r o g r a m m e P h a s e III inu^ 
On C o u r s e J 
P r o g r a m m e P h a s e II t < 
On C o u r s e 
! 
P r o g r a m m e P h a s e I 
S u m m a t i v e 
C o u r s e 
E v a l u a t i o n 
F o r m a t i v e 
P r e - C o u r s e 
E n t e r P r o g r a m m e 
Tests are devices for assist ing in making decisions 
about learners and programmes. Whether, or to what extent, 
a particular type of test will be used depends on the 
decision to be made at that time. We shall examine the main 
test types one by one and see how they may be used in 
making such decisions: The diagram above shows the three 
temporal testing phases : 
Pre-Course 
On Course 
Placement 
Prognosis 
Aptitude 
Progress, diagnosis 
Course evaluation 
(Formative) 
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End of Course accreditation 
Prognosis 
Course evaluation 
(Summative) 
PLACEMENT TESTS 
Our experience has been mostly with two main types of 
placement tests: first, those assessing the linguistic 
suitability of applicants for training courses, which demand 
a fair level of competence in English; secondly, those given 
to s tuden ts with a variety of objectives who wish to enter an 
English Language course. The purpose of the first is to 
decide whether the candidate 's mastery of English is 
sufficient to allow him to benefit from a course in, say, 
engineering, or, if it is not, what kind of language tuition he 
would need to reach the required level. The purpose of the 
second is to assess an applicant 's language level so that he 
can be placed in a class suitable for his abilities. In both 
cases, the establishing of the learner 's communicative needs 
with the maximum degree of precision is of great value for 
devising the appropriate tests and programmes. 
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PROGNOSTIC TESTS 
It is difficult to assess accurately a person's present 
level of performance; and it is also impossible to make a 
precise prediction of his future performance. The record of 
prognostic tests , including those classified as 'aptitude' 
tests , is not impressive. The content of such tests includes 
discrimination of sounds, making of words, learning of 
elements of strange invented languages and recording of the 
testees ' a t t i tudes, interests and linguistic history. The 
criteria of aptitude include assessments of the comparative 
ease and rapidity of later effective learning. 
However, the efficiency of such prognostications, in 
correlation terms, is low. The correlations, in the order of .4 
and .5, represent a forecasting efficiency of about 10% 
better than chance, but there is no inherent reason why 
prognostic measures should not be considerably improved. 
The source of such improvement would lie in a greater 
specificity of the criteria against which prognosis could be 
judged, a greater range of at t i tude and behaviours to be 
incorporated in the initial and final tests , and improvement 
in the accuracy and delicacy of measurements of linguistic 
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behaviour, and measures to partial out the effects of 
irrelevant factors on the learning. In other words, very great 
specificity must replace the vagueness of such terms as 
' language apti tude ' . Until this is done, the resul ts of 
individual apt i tude tests are hardly likely to justify the time 
and resource expended on them. However, reasonable 
forecasts can be made of group progress on the basis of 
recorded t rends. 
PROGRESS TESTS 
The essence of progress testing is to measure to what 
extent learning goals are being achieved. In the ins t ruments 
already described, progress means filling the gap between an 
individual initial performance profile and the target level 
profile appropriate to his needs. The test used for measuring 
progress should derive from the initial needs analysis and 
be presented in similar format. In interpreting resul ts , 
account should be taken of error and reliability factors and 
the search for causes of progress or lack of it should involve 
scrutiny not only of the learner but also of the programme 
he is following. 
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Observational, or non-interactional measurement 
techniques and self-assessment ratings can be valuable 
adjuncts to the more formal and conventional methods of 
assessing progress. 
DIAGNOSTIC TESTS 
Diagnostic tes ts are closely related to progress tests , 
but their emphasis is on a closer study of specific elements 
of performance to establish the causes lying behind learning 
progress or lack of it, so that remedial action can be taken. 
Any test resul ts which can be presented in profile form have 
diagnostic potential. 
ACCREDITATION TESTS 
Alongside the test types we have been considering are 
public examinations, conducted at regular intervals by 
established bodies and offering the means of obtaining 
widely-recognized certificates attesting to levels of language 
proficiency. 
The formal and public character of the examinations 
gives a wide currency to their results , so that people can 
assess competence by reference to an established certificate 
164 
of known value. However, this broad universality may be 
purchased at the expense of individual requirements which 
are partially met by the examination. 
Because they are designed to establish and maintain 
s tandards , the content and format of the examination tend 
to be inflexible; any change, particularly if it involves testing 
at lower levels, may be seen as a threat to such s tandards . 
Even an acknowledged improvement may be resisted 
because it will d is turb the basis for comparable s tandards . 
Change can also be seen as a breach of faith with learners 
aspiring to enter the examination in the future. 
The wide territorial coverage of the public examination 
also means that it has to reject content likely to be of 
relevance only to individuals or small groups. The 
commonality of usage-based tests and their ease of 
administrat ion make them a favourite, whereas use-based 
tests , drawing on authent ic texts and contexts, are much 
more troublesome to devise, apply and assess . The 
introduction of mixed mode testing and ESP modules thus 
becomes an irritating complication. 
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Despite their influence on curricular and teaching 
methods, examinations rarely aim to present a fully spelt-
out rationale describing the language needs to be met or the 
syllabus content and the suggested learning sequences to be 
followed. 
Finally, because of all the above constraining 
c i rcumstances , there must be a strong emphasis on 
security; authentici ty, interaction, reference to sources of 
information and spontaneous behaviour essential to 
communication may well be drained from the examination 
setting. 
None of the above dilemmas are easy to resolve 
because the constra ints of efficient tests and examinations 
and the requirements of genuine linguistic communication 
are in conflict with each other. 
Examinations have a part to play in reinforcing the 
curr iculum triangle, but they defeat this purpose when they 
dictate the na ture of programmes, pre-empt the fulfillment 
of genuine needs and become objectives in their own right. 
To reconcile these demands is difficult but necessary if 
public examinat ions are to retain their credibility. 
166 
4 .3 . COMMUNICATIVENESS IN ORAL TESTS 
A great deal has changed in the language teaching 
profession during the past 40 years. Lado was writing 
primarily to an audience who were for the most part engaged 
in what could be called academic language teaching and 
testing. Testing existed primarily to serve the needs of 
teaching. Its function was to assist with s tudent placement, 
grading and programme evaluation. Language testing as a 
means of predicting success in real life s i tuat ions was 
simply not as important. 
Since then more attention has been paid to problems of 
language performance. 
The purpose of the oral test is to ascertain the extent 
to which the s tudent is able to cope with certain demands of 
university study which are dependent on the use of oral 
English. It is assumed tha t these demands include the need 
to participate actively in academic tutorials and seminars , 
and to a lesser extent the ability to use 'Social English'. 
It is difficult to discover instances of single-mode 
speaking activities. In practice, speech is part of an 
interactive chain and it is unreal to expect to be able to test 
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it as an isolated language activity. Communicative needs 
analysis suggests that oral interaction is the most commonly 
encountered type. The separate testing of speaking and 
listening runs the risk of failing to allow for the key 
character is t ics of communication that one must interact, 
initiate and develop coherently a theme of which one only 
controls a portion. Of course, one must be able to listen 
with unders tanding and to speak intelligibly, but oral 
interaction brings in a completely new element, that of 
constructive interplay with unpredictable stimuli. 
There have been several at tempts to devise 
standardized methods of assessing oral proficiency, but they 
have run up against the familiar dilemma of the conflicting 
demands of authentici ty and scientific measurement . There 
is, for example, the ingenious method of presenting one half 
of a conversation on tape in a language laboratory and 
recording the testee's responses. But this one sided dialogue 
is not genuinely interactive because the s t imulus voice, 
previously scripted and recorded, continues on its own path 
regardless of the responses of the testee, who is t hus denied 
any real role in guiding the conversation or in initiating 
theme. Other a t tempts at oral assessment have been based 
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on the reading of one half of a dialogue by the examiner and 
free responses by the testee, and even a play reading type of 
test for which the tester and the testee read to each other 
their respective portions of the dialogue. 
However, given the authent ic settings provided by 
graphic and oral source materials and the likelihood that 
the testee can play a reasonably authent ic role, the chances 
of authent ic oral interaction are increased. 
A further measure to increase authenticity is to 
arrange for interlocutors to represent, to some extent at 
least, the varied social relat ionships that the testee is likely 
to be involved in. In the normal interview the relationship is 
mainly that of inquisitor victim, with a strong pat tern of 
dominance and lack of social cohesion not likely to be 
representative of future interaction. The interactive 
possibilities may be diversified by putt ing the assessor in 
the background and bringing in a non-assessing native 
speaker as role-player. We can also introduce other testees 
to provide multi-directional social relationships. The need 
for extra personnel for the interview is to some extent offset 
by the economy of assess ing several testees at one time. 
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Testing mus t produce a reasonably consistent 
assessment of the testee 's performance for what it is worth. 
There is a certain amount of evidence that, if assessors are 
given suitable training and guidance, judgements of oral 
performance can achieve a fair level of inter-rater and intra-
rater reliability. Assessment scale using overall impression 
descriptions, as well as detailed breakdowns of various 
significant aspects of performance, can form the basis of 
reasonably consistent assessment . As it happens, earlier 
scales have given priority to the usage/ language aspects of 
performance, highlighting vocabulary, grammar and 
pronunciation features rather than the effectiveness and 
appropriacy of communication. The scales devised by Carroll 
(1980), however, give priority to discourse and 
communicative features and are based on the ten 
performance criteria given below: 
1. Size: The physical extent of the text being produced or 
comprehended. 
2. Complexity: The extent to which the focuses of a text 
multiply in regard to topics, styles of presentation and 
semantic fields. 
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3 . Range: The variety of skills, functions and tones 
presented in a text. 
4. Speed: The speed at which a task is performed. 
5. Flexibility: The ability to adapt to the novelty and 
switches in the features of a task presented. 
6. Accuracy: The extent to which the candidate has 
mastered correct, formal usage, and the correctness of 
the information he draws from or present in a text. 
7. Appropriacy: The degree to which the style of task 
performance corresponds to the legitimate expectations 
of other users . 
8. Independence: The degree of independence of 
reference sources and questioning of his interlocutors. 
9. Repetition: The extent to which a user needs to re-
read an ut terance. 
10. Hesitation: The degree of delay in start ing a task and 
the occurrence of hesitat ion in performing it. 
Developing communicative tests of speaking ability 
offers plenty of scope for exploring task-based approaches. 
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It is likely that tasks developed within the paradigm would 
exhibit the following characteristics: they should be 
purposive, interesting and motivating; a realistic context 
should be provided in terms of interlocutors, setting, 
instrumental i ty and task dimensions; processing should be 
done in real time; accepted conventions for routines will be 
observed; relevant illocutionary acts will be performed; 
interaction should be a key feature; there should be a degree 
of inter-subjectivity (reciprocity) amongst part icipants , with 
meaning being negotiated and the interaction adequately 
managed; the interaction and its output should be authent ic 
and to a certain extent unpredictable; and, as a result , the 
task as a whole can be seen as approximating as closely as 
possible to a real world task (Weir and Bygate, 1992). 
Regarding criteria of assessment , Weir and Bygate 
(1992) assume that the at tempt to measure performance 
should be in the test itself in terms of linguistic, 
illocultionary, socio-linguistic and discoursal competences 
and interactional ability. It is their view that these criteria 
which at the moment lack operational definition should be 
related in a principled way to the criteria for the teaching of 
a skill: after all, conditions, operations and assessment 
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should be relevant factors in helping the development as 
well as the summative assessment of skilled performance. If 
this relationship between teaching and testing could be 
strengthened, the important backwash effect of test tasks on 
the teaching that precedes them, and vice versa in terms of 
test - task design, might be further enhanced. 
Set against the desire for establishing construct 
validity for our spoken language tests, are the enormous 
practical const ra ints on the large-scale testing of spoken 
language proficiency eg., the administrative costs and 
difficulties, the sheer logistics of testing large numbers of 
candidates either individually or in very small groups and 
the resources necessary for understanding and paying a 
large number of examiners. The extent to which we can 
pursue the canon of validity through direct tests of spoken 
language ability will depend on the particular situation test 
developers find themselves in. It may also be the case that 
what is relevant for teaching purposes may not necessarilty 
be efficient, practicable, or cost effective for inclusion in 
tests . In addition, there may be features of language 
performance, which are testable without being directly 
teachable. 
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The procedural problems of assessing speech reliably 
are potentially greater than those for assessing writing 
because the interaction, unless captured on tape or video, is 
fleeting and cannot be checked later. 
Despite these problems with reliability and 
practicability the essential tasks for the test designer is to 
establish clearly what operations the candidate is expected 
to perform and the conditions under which these tasks are 
to be carried out. Appropriate criteria for assessing the 
product arising from the elicitation procedure have to be 
agreed upon at this test design stage. These criteria need to 
reflect the features of spoken language interaction the test 
task is designed to generate. 
The most useful start ing point for our purposes is to 
see where the theory and available descript ions of spoken 
language interaction can help us . 
4.4. Communicative Approach to Testing in Internal 
Assessment 
Assessment is a process whose power is cumulative. 
Though isolated, "one-shot" assessment can be better than 
none, improvement is best fostered when assessment entails 
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a linked series of activities unertaken over time. This may 
mean tracking the process of individual s tudents , or of 
cohorts of s tudents ; it may mean collecting the same 
examples of s tudent performance or using the same 
ins t rument semester after semester. The point is to monitor 
progress towards intended goals in a spirit of continuous 
improvement. Along the way, the assessment process itself 
should be evaluated and refined in the light of emerging 
insights (Astin et al., 1996). 
Continuous progress of s tudent ' s performance can be 
assessed internally by the teacher in a better manner. The 
teacher is a best judge of his s tudent ' s performance. The 
assessment of oral proficiency should be based on everyday 
observation and is done by the teacher who knows the testee 
well. Ratings or rankings by such a person, when scaled by 
a common-criterion are likely to be both reliable and valid. 
Oral ability of a learner is such that cannot be 
assessed once or twice in a year or at the end of a course. 
Oral performance is not a terminal behaviour; it is a 
progressive and changing behaviour. Speech of a learner 
changes in s i tuat ions and in course of time. Oral ability can 
be assessed in the course of time and with a linked series of 
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activities. Brown and Yule (1983) says: "There is a tendency 
to treat assessment as a once a term or once-a-year activity. 
This seems a particularly inappropriate method of 
assessing a s tudent ' s spoken skills. It would be both more 
informative for the teacher and fairer to the s tudent to have 
some cont inuous record of the s tudent ' s spoken 
performance on different occasions and for different 
purposes". 
There is a difficulty for a single person to talk with 
s tudents , assess their performance and maintain a record of 
their performance. This difficulty may be minimised by 
following certain criteria. 
In order to maintain an assessment record of a 
s tudent ' s spoken performance, the teacher need only use an 
informal char t with the headings reflecting those aspects of 
the s tudent of which the teacher feels confident of 
measuring. The char t may take the form suggested by Brown 
and Yule (1983). 
Date Types of 
Speech 
Required 
Grammatical 
Correctness 
Appropriate 
Vocabulary 
Fluency/ 
Pronunci-
ation 
Information 
transfer 
Score 
Others 
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It seems a momentous task to pay attention 
simultaneously to all the features listed in the chart . It 
makes a lot more sense to tape-record the s tudent as he 
speaks, if only as a means of checking, at a later stage, 
whether the initial impressions were correct. 
Speech, in normal real-life situations, takes place in 
different modes. It is difficult and worthless to record every 
mode in different s i tuat ions. A teacher should choose 
carefully the representative sample of the real-life situation. 
He has to choose different elicitation techniques for 
assessment in these s i tuat ions too. 
In normal life, we generally do not ask questions, 
which have patently obvious answers. By the same token, we 
do not normally tell people what they quite obviously know 
already. We are usually motivated to tell people things we 
assume they do not know. It also helps, in normal 
behaviour, if the listener actually wants or needs to know 
what the speaker is communicating. 
If we incorporate these normal behaviour principles 
into our assessment procedures, then we clearly do not want 
the s tudent to be recorded talking to his teacher. 
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In eliciting spoken production for assessment , we 
should make sure tha t the speaker can see a reasonable 
purpose for performing the task at hand. There should be a 
listener who does not have the information which the 
speaker has , and who needs tha t information. This can be 
simply achieved by having another s tudent take the role of 
listener. In his role as listener, the second s tudent also has 
some tasks , to perform which depends upon his receiving 
information from the speaker. 
In a sense, the task-based approach is ideally designed 
to assess 'communicative effectiveness', for it provides a 
limited amount of information to be communicated, a 
listener who needs to have tha t information communicated 
to him, and a taped record which the teacher can use when 
he comes to assign a grade to the s tudent ' s performance. 
This leads us to set a scoring procedure for the tasks . 
It might seem, at first glance, to be obvious how we 
could assess communicative effectiveness in the 
performance of these tasks . For this purpose Brown and 
Yule (1983) suggested a scoring procedure called 'required 
information-based scoring for measuring success in using 
the language to communicate effectively. 
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The required-information scoring procedure is 
relatively straightforward. The teacher checks the task 
material input and tests the elements, which the listener 
needs to know. For example, if a tester wants to check the 
appropriate use of vocabulary in a situation by the testee, 
he l istens for required vocabulary. On the other hand, if a 
tester wants to know the overall proficiency of the testee, he 
will emphasize on all the aspects such as, fluency, accuracy, 
vocabulary, pronunciation, hesitation, etc. 
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5 .1 . Introduction 
The previous chapters dealt with the theoretical 
framework of the different aspects of the present study. 
There are three aspec ts of the study. They are: Internal 
Assessment, Oral Testing and Communicative Language 
Testing. These have been discussed in three different 
chapters . 
The present chapter tries to analyse the data, which is 
collected from a sample test. This chapter will also try to 
assess the validity of the hypotheses and objectives in the 
present study. 
The test is oral in na ture in internal assessment 
setting. The test is conducted with two different approaches 
- Traditional and Communicative - to show the differences 
between them. The sample test will provide a practical 
support to analyse the hypotheses and objectives of the 
present study. The resu l t s of the test will show the real 
differences between the two approaches of testing as the 
182 
main objective of the present study is to show the s t rengths 
and weaknesses of the two approaches. 
The test uses similar tasks for both the approaches. 
The tasks are chosen carefully on the following criteria: 
1. The tasks are possible to be applied in both the 
approaches - Traditional and Communicative. 
2. The tasks are valid and authentic to test oral ability. 
3. The tasks are suitable for undergraduate s tudents . 
4. The tasks are suitable for internal assessment . 
5. The tasks are easy to score by one scorer, if need be. 
The tasks which are chosen on the above criteria for 
the present study are the following: 
1. Learner-learner joint discussion 
2. Story-telling 
3. Description 
4. Role-play 
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Learner-Learner Joint Discussion: 
The task: A group of two or more learners are tested 
together. In this task there may or may not be the 
participation of the interviewer. The learners are given a 
topic for discussion. They have to maintain and direct the 
discussion entirely on their own. They have to come to a 
consensus about certain questions through group 
discussion. 
This type of task intends to test the learner 's ability to 
begin and develop the talk. In this task there are a lot of 
opportunit ies to use a wide variety of language. This also 
assesses the learner 's ability to argue on certain points. The 
expectations of the proficiency level is tha t the learner can 
use variety of language items to a certain extent. 
The task is valid and authent ic to test oral proficiency. 
The task gives full opportunity to the learners to speak. The 
task is suitable for advance learners like undergraduate 
s tudents . They can initiate the discussion and develop on 
their own. The task is also suitable for internal assessment . 
A single tester can manage the discussion in a short time. 
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Story-telling: 
In this task, the learners read a passage and are asked 
to re-tell the whole story in their own words immediately 
afterwards. They are not allowed to refer back to the written 
text once they have begun to re-tell the story. 
The task aims to assess the learner 's ability to re-
construct the sentences, to provide new vocabulary, or to 
choose new linking devices in the place of what he has read 
in the given passage. The expectation is tha t the learner is 
proficient enough to provide equivalent s t ruc tures and 
vocabulary. 
The task is useful at all levels. At a higher level, 
emphasis can be given to the use of conjunctions and other 
sentence connecting devices, particularly to reward the 
correct insertion of words not in the original text. Accurate 
and natural use of discourse vocabulary is a skill tha t 
dist inguishes fluent speakers from advance learners who 
have a strong but largely passive command. 
The task is valid and authent ic to test oral ability of 
the learners . It can be used in internal assessment . It can 
be easily conducted by one person. 
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Description: 
The task is that the learners have to describe a well-
known place, an object, a system or an everyday procedure. 
The description is factual and the object or place being 
described is either widely known or easily comprehensible. 
Here, there is an opportunity for the learners to speak 
freely. They can freely choose suitable vocabulary, sentence 
structures and sentence connectors. The tester has to 
provide a topic to the learner to speak and sit back and 
listen. He may encourage the learner by giving some hints. 
The task is easy and authentic and can be used for advance 
learners. 
This task can assess the learner's ability to select 
suitable vocabulary and structures and to connect the 
vocabulary and structures in a cohesive discourse. The 
learners are expected to produce correct and appropriate 
language. 
Role-Play: 
In this task the learner is asked to assume a particular 
role and to imagine himself in that role in a particular 
situation. He has to converse with the interviewer. This can 
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also be carried out by two learners with the tester as an 
observer. This task is more natural and authent ic . The 
learners are given a situation with instruct ions, and they 
have to converse with each other like in a real-life situation. 
They have to select suitable language items on their own. 
They have to initiate and develop the conversation. The 
tester has to sit back and watch. He may encourage the 
learners if he is an observer. If he is an active part icipant, 
he should give more chance to the learner to speak. 
This task tries to assess the learner 's ability to use 
suitable and appropriate language in real-life s i tuat ions. 
This task assesses the learner 's knowledge of conversation 
techniques too. The learners are expected to produce correct 
and appropriate language to a certain extent according to 
the si tuation. 
The task is suitable for advance learners. The task can 
be easily used in internal assessment . This task can be 
marked by one person easily and reliabily. It can be used for 
both the approaches-Traditional and Communicative-by 
making very slight changes. 
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5.2 Difference Between Traditional and Communicative 
Approaches 
The two approaches of testing can be differentiated on 
the following ground: 
1. Format of the test 
2. Language of the test 
3. Elicitation techniques 
4. Roles of the tester and the testee 
5. Scoring procedure 
6. Marking criteria. 
Traditional approach differs from communicative 
approach in the format of the test. In the traditional 
approach the task is less descriptive. On the other hand, in 
the communciative approach the task is more descriptive 
and contains all the relevant details regarding the task. The 
language of the task in the two approaches is also different. 
In the traditional approach the language of the task is 
straightforward and does not provide any clue or support for 
the learner. But the language of the task in the 
communicative approach is the guiding type and suppor t the 
learner to unders tand clearly what he has to do. 
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The traditional approach can be differentiated from the 
communicative approach on the basis of elicitation 
techniques. The methods of testing in the two approaches 
are different. For example, if the task is on 'discussion' , the 
tester in the traditional approach provides only the topic for 
the' discussion and sits back and observes the discussion 
going on. But in the communicative approach, the tester has 
to give necessary details about the topic to the learners. He 
may participate in the discussion or may intervene in 
between the discussion whenever necessary. In the 
communicative approach, the tester is not a mere observer, 
but an active participant. 
The roles of the tester and testee are different in the 
two approaches. In the traditional approach, the role of the 
testee is important. In this approach one sees the final 
result. The performance of the testee in a part icular task 
depends fully on his own ability. He does not get any help 
from the tester or interviewer. Here, the interviewer is 
merely an observer. 
On the other hand, in the communicative approach, 
the role of the tester is very important . The performance of 
the testee depends on how the task is presented. Here, the 
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tester has to encourage the testee to talk by providing some 
hints such as by some vocabulary or some basic s t ruc tures . 
The two approaches can also be differentiated on the 
ground of scoring procedure. In the traditional approach, 
the scoring is based on the final product. The testee is 
judged on his final performance. On the other hand, the 
scoring in the communicative approach is ideally process-
based. The testee is assessed on the process of his 
performance. How does he initiate the speech, how does he 
progress or how does he overcome his errors during the 
speech etc. 
The traditional and the communicative approaches can 
be differentiated on the basis of marking categories. 
According to Underbill (1987) traditional mark categories 
concentrate on the language produced, reflecting the view 
that is an end in itself, irrespective of who is talking to 
whom and why. The testee is judged on the following items: 
Grammar 
Vocabulary 
Pronunciation, s t ress and intonation 
Style and fluency 
Content (Information). 
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Within each of these categories, the assessor might award a 
mark on the basis of impression, or there might be separate 
score systems for each category. 
With the shift in emphasis to language as a tool for 
communication, and not as an end in itself, the more 
modern style of mark categories require a consideration of 
the speaker and the context as well as the correctness of 
what is said. They cover all aspects of a speaker 's 
performance, and are sometimes called 'performance 
criteria'. There are the following ten performance criteria 
described by Carroll (1980): 
Size the physical extent of the ut terance. 
Complexity : the extent to which the focus of an ut terance 
multiplies in regard to topics, styles of 
presentat ion and semantic fields. 
Range 
Speed 
the variety of skills, functions and tones 
presented in an ut terance. 
the speed at which a task is performed. 
Flexibility : the ability to adapt to novelty and switches in 
the features of a task presented. 
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Accuracy : the extent to which the candidate has 
mastered correct, formal usage, and the 
correctness of the information he draws from 
or presents in an utterance. 
Appropriacy: the degree to which the style of task 
performance corresponds to the legitimate 
expectations of other users . 
Independence: the degree of independence on reference 
sources and questioning of his interlocutor. 
Repetition : the extent to which a user needs to ask for 
repeats of an ut terance. 
Hesitation : the degree of delay in starting a task and the 
occurrence of hesitation in performing it. 
Some of these criteria, such as size and speed, can be 
assessed quite objectively, while others, like appropriacy 
and flexibility, are more difficult to judge. It is not normally 
feasible for a live assessor to keep track of more than three 
or four of these criteria at the same time. 
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5.3. Test Construction 
The most essential step in testing is to make oneself 
clear about the type and the purpose of the test. Hughes 
(1989) suggests the following questions, which should be 
answered by a test constructor before constructing a test: 
What kind of test is it to be? 
What is its precise purpose? 
What abilities are to be tested? 
How important is backwash? 
What const ra in ts are set by unavailability of 
expertise, facilities, time for construction, 
administrat ion and scoring? 
For resolving the above problems one should write the 
specifications for the test. This includes information on the 
following: 
Content 
Format and timing 
Criterial levels of performance 
Scoring procedures. 
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Content: Content will vary with the nature and types of 
test. If the content is of a grammar test, it may be a list of 
relevant s t ruc tures . The present test is an oral test and the 
content is the following: 
1. Operation: The operation is to take part in oral 
interaction. 
2. Text Types: Dialogue and mult ipart icipant 
interactions normally of a face-to-face na ture . 
3. Addressees: Non-native speakers of the same age 
and levels. 
4. Topics: Topics are chosen from academic and 
general text. 
Format and Timing: The format for the present test is the 
following and time allotted for each task is 2-5 minutes: 
1. Interview: The most obvious format for the 
testing of oral interaction is the interviev/. It is 
traditional, but it may be used in communicative 
approach with some modifications. 
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2. Interaction with Peers: Two or more candidates 
may be asked to discuss or converse on a topic, 
make plans, and so on. 
Criterial Levels of Performance: This refers to the 
required level of performance for success. It should be 
specified. This may involve a statement such as: 80 percent 
of the items mus t be responded correctly or, that one item 
may be divided into correctness of grammar, content, style, 
appropriate vocabulary etc. On the other hand, the criterial 
levels of performance may be set as accuracy, appropriacy, 
range, size, etc. 
Scoring Procedure: The scoring is a vital part of an oral 
test. There may be a subjective assessment of the test. To 
reduce the subjectivity, there should be a fixed criteria on 
the basis of which testees are to be assessed. 
By writing the above specifications the tester is able to 
choose samples and to write the individual item. The items 
for each task for the present test are the following: 
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TRADITIONAL APPROACH 
A. Learner-learner Joint Discussion 
Task : Discuss the impact of television. 
Estimated Time : 05 minutes 
Marks Distribution : 15 marks for the whole 
performance to each s tudent . 
Expected Testee Behaviour: 
1. Here testees have to initiate and develop the 
discussion and to reach an agreement on their 
own. 
2. The testees may or may not initiate the discussion 
because some are hesi tant to begin the talk. But 
some testees are not so hesi tant and may begin 
the talk and others participate later on in the 
discussion. 
3. Some testees may talk much on the topic if they 
know the topic very well. On the other hand, some 
testees may not respond much due to lack of 
knowledge about the topic. 
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4. Proficiency in the language may be the factor of 
testees response. If a testee is proficient enough 
in the language, he may speak much. Other 
testees may not speak so much because of lack of 
enough fluency and proficiency in the language. 
5. Here in this task, the topic is easy and well 
known to all. If a testee is unable to speak on this 
topic, it may be considered that he is not 
proficient enough to speak or he is hesi tant to 
speak in a gathering or he may not know how a 
discussion is carried'on. 
B. Story-Telling 
Task: Read the following passage and re-tell the whole 
story in your own words: 
One day 1 travelled to Ajmer by train. I 
reached the railway station. The train 
was about to start . 1 boarded the train 
without buying the ticket. No sooner did 1 
step into a compartment than the train 
started. I knew tha t travelling without a 
ticket was an offence. So I was afraid. My 
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heart was beating fast. As soon as the 
train stopped at the next station, I met a 
ticket examiner. I requested him to issue 
me a ticket for Ajmer. The ticket 
examiner asked me many questions. He 
wanted to know why I had not got my 
ticket before boarding the train. I told 
him the whole t ru th . He was a very kind 
fellow. He charged me some fine and the 
actual fare. He gave me a receipt for the 
amount. Now very little money was left 
with me. I had to face some difficulty at 
Ajmer, Luckily I met a friend. I borrowed 
some money from him. 
Estimated Time : 02 minutes 
Marks Distribution: 10 marks for the whole performance. 
Expected Testee Behaviour: 
1. Testees are expected to use new vocabulary, new 
s t ruc tures and different linking devices. 
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2. Some testees may use the s t ruc tures from the 
text. 
C. Description 
Task : Describe a historical place you have 
visited recently. 
Estimated Time : 03 minutes 
Marks Distribution : 10 marks for the whole performance. 
Expected Testee Behaviour: 
1. Testees are expected to describe the place to a 
certain extent. 
2. Here in this task, the place is not specified. 
Different testees may describe different places. 
3. Some testees may respond at full length and some 
may not because there is no clear cut instruction 
about how much they have to describe. 
D. Role-Play 
Task : One s tudent has lost a bag. He is at 
the police station reporting it to the 
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police. The other s tudent is the 
police officer, and asks for details. 
Estimated Time : 05 minutes 
Marks Distribution : 15 marks for the whole performance 
to each student . 
Expected Testee Behaviour: 
1. The testees are expected to perform the roles of a 
police officer and a victim to a certain extent. 
2. The testees can perform their roles well enough if 
they are acquainted with the roles, otherwise they 
may not perform. 
3. The performance of one testee may affect the 
performance of the other. 
4. Testees may not use the exact terms or the 
appropriate expressions as used by police officers. 
5. There may be hesitation on the par t of the testees 
to perform the roles. 
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Marking Criteria: 
All the tasks in the traditional approach will be marked 
on the following criteria and according to the performance in 
each: 
Criteria 
Grammar 
Vocabulary [ 
Pronunciation (Stress 86 
Intonation) 
Style and Fluency 
Content (Information) 
Performance 
Poor Average Best 
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COMMUNICATIVE APPROACH 
Learner-Learner Joint Discussion 
Task 
Estimated Time 
Discuss the impact of television on 
human life. You have to point out 
the positive and negative impacts 
and reach an agreement. 
05 minutes 
Marks Distribution : 15 marks for the whole performance 
to each student . 
Expected Testee Behaviour: 
1. The testees are expected to speak on the topic to 
a certain extent. 
2. Some testees may be hesi tant to initiate and 
participate in the discussion. They can speak if 
they get some encouragement and hints from the 
tester. 
3. Some vocal s tudents may speak much and some 
may not. 
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4. Some testees may show nervousness or lack of 
confidence. They can be encouraged to speak. 
B. Story-Telling 
Task : Read the following passage and re-tell the whole 
story in your own words. You have to use your 
own vocabulary, sentence s t ruc tures and linking 
devices to a certain extent. You may also change 
the sequence of the story. You may create extra 
events on your own. The tester may encourage 
the s tudent by beginning the story or he may 
provide some basic vocabulary or s t ruc tures or 
he may provide information in between the 
speech: 
One day I travelled to Ajmer by train. 1 
reached the railway station. The train 
was about to start . 1 boarded the train 
without buying the ticket. No sooner did I 
step into a compartment than the train 
s tar ted. I knew tha t travelling without a 
ticket was an offence. So, 1 was afraid. 
My hear t was beating fast. As soon as the 
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train stopped at the next station, I met a 
ticket examiner. I requested him to issue 
a ticket for Ajmer. The ticket examiner 
asked me many questions. He wanted to 
know why I had not got my ticket before 
boarding the train. I told him the whole 
t ru th . He was a very kind fellow. He 
charged me some fine and the actual fare. 
He gave me a receipt for the amount. Now 
very little money was left with me. I had 
to face some difficulty at Ajmer. Luckily 1 
met a friend. 1 borrowed some money 
from him. 
Estimated Time : 02 minutes 
Marks Distribution : 10 marks for the whole performance. 
Expected Testee Behaviour: 
1. The testees are expected to tell the story in their 
own words after reading the passage. 
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2. Some testees may easily replace the vocabulary 
items and s t ruc tures by others, but some may 
face difficulty. 
3. Some testees may use the vocabulary and 
s t ruc tures from the original text. 
C. Description 
Task : Suppose you have visited Agra last 
month. Describe the important places 
in the city, especially, The Taj Mahal 
; and The Red Fort. 
Estimated Time : 03 minutes 
Marks Distribution : 10 marks for the whole performance. 
Expected Testee Behaviour: 
1, The testees are expected to describe the places which 
are mentioned in the task to a certain extent along 
with the description of some other places in the city. 
2. Some testees may describe at full length and some may 
not because they may have not seen the place and they 
may be describing the place by guessing. 
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3. The testees may show hesitation and nervousness, but 
can be encouraged to speak by giving some hints . 
D. Role-Play 
Task 
Estimated Time 
Marks Distribution 
Suppose you are a police officer. A 
s tudent comes to you to report the 
loss of his bag. Ask about his name 
and address and also about the 
colour, size of the bag, and about 
the time and the probable place of 
loss. The s tudent is expected to 
answer all the questions and you are 
supposed to write the details in the 
FIR register. 
05 minutes 
15 marks for the whole performance 
to each student . 
Expected Testee Behaviour: 
1. The testees are expected to perform as a police 
officer and a victim to a ( ;rtain extent. 
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2. The testees can perform best if they are well 
aware about the role assigned, otherwise they 
may not perform. 
3. If the testee does not know about the role which 
is assigned, then the tester should tell about the 
role. 
4. Testees may not use exact technical expressions 
which are used by a police officer. In this 
situation the tester may support the testee by 
providing exact terms or expression. 
5. There may be hesitation and nervousness on the 
part of the tes tees in performing the roles. In this 
situation the tester may encourage the testee by 
giving some hints or providing some basic 
vocabulary and s t ruc tures . 
6. The performance of one testee may affect the 
other. 
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Marking Criteria: 
All the tasks in the communicative approach will be 
marked on the following criteria and according to the 
performance in each: 
Criteria 
Size 
Complexity 
Range 
Speed 
Flexibility 
Accuracy 
Appropriacy 
Independence 
Repetition 
Hesitation 
Performance 
Poor Average Best 
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Through these performance criteria the central feature 
of the test system can be realized. These criteria may relate 
either to the task or to the testee's performance. For 
example, a testee may be presented with a long text, which 
may be a more difficult task to cope with than a short one. 
Equally, he may be expected to produce a long ut terance, 
which may be more difficult task to handle than a short one. 
Similarly, it is more difficult to perform with a high degree 
of accuracy or appropriacy, and a higher rating will be given 
for such performances. In applying tests one may either 
present a number of t asks of varying difficulty, producing 
performance at corresponding levels, or present a single 
task and rate the testees according to the level at which 
they perform it. 
5.4. Test Administration 
Administration of a test is an important phase in 
testing. Most of the tes ts give poor result due to improper 
manner of administrat ion. Both the reliability and the 
validity of the test depend on the manner in which the test 
is administered. A perfect test administrat ion is that which 
allows all testees to perform at their best under identical 
conditions. An oral test is somewhat difficult to administer. 
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A valid and reliable oral test may give a bad result if it is not 
administered in proper manner. For a perfect test 
administrat ion and to get better result the following steps 
has been kept in mind in the present test: 
1. The test has been conducted in a quiet, airy and 
well-lighted room. 
2. The test materials and equipments have been 
checked prior to the administration. 
3. Detailed instruct ions have been given to 
examiners and invagilators. 
4. The candidates have been given full instruction 
about what they have to do. 
5. The inst ruct ions to the candidates have been 
given in the oral as well as in the written mode. 
6. An extra person has been involved to support the 
interviewer in conducting the test. 
7. Trained scorer has been invovled in the test to 
score. 
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8. Scoring has been done according to the criteria 
fixed for the test. 
9. Scoring has been done on the spot as the test is 
conducted live and the channel of the test is face-
to-face interaction. 
10. The test has been recorded for future evaluation. 
Sample Test: An oral test was administered to 
undergraduate s tuden t s . The test was given to twelve 
s tudents of the same age and the same level. For 
determining the level of the s tudents , a learner profile was 
made for each s tudent . These twelve s tudents were divided 
into two groups. Each group was tested through different 
approaches. One group was tested according to traditional 
approach and the other was tested according to 
communicative approach. 
The present test is criterion-referenced progressive 
achievement test. A criterion-referenced test is the test 
which shows tha t what an individual can or cannot do. It 
emphasises on the performance of the testee and not the 
position of the testee among a group. A progressive 
achievement test is tha t which is done time to time in the 
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course of time to assess the progress of the testee 's 
achievement. 
The scoring has been done according to the criteria 
fixed for each approach. The resul ts are interpreted 
separately to show the differences between the two 
approaches - Traditional and Communicative. 
TRANSCRIPT OF THE TEST 
Traditional Approach 
A. Learner-Learner Joint Discussion 
Tester : The task is that you have to discuss the 
impact of television. 
[The discussion begins after a moment between Testee A and 
Testee B and A began the talk). 
Testee A : Tv to very harmful device for 
our society. 
Testee B : How can you say that? 
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A : It is obvious 
B : Why are you taking it negative? Hum 
j u s t take its positive aspects . 
A : Positive and Tv 
impossible. 
B : No. Its not true. I think you are wrong. 
A : No, no I have a very much clear 
clear idea about the Tv. 
B : Yes it has some bad effect but it 
has positive aspects too. 
A : No, no. I'm not agree with you. J u s t think that 
where we are going. What our children are 
doing ? It is to our 
society. 
B : Please, don't take it negative It is a 
scientific device by which we get several 
information j u s t sitting in our homes. 
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B. Story-Telling 
Tester : You have read the whole passage. Now re-tell 
the story in your own words. Please, s tart . 
[After a moment testee C begins the story] 
Testee C : One day I have to go to Ajmer by train. As 
1 reached the railway station that 
train was jus t going. So, I couldn't bring the 
ticket from the window. 1 was first time when I 
was journey without the ticket 
.... Yes At the next station 1 
caught a TT and request him 
to make my ticket 
That 's all. 
C. Description 
Tester : Listen to the task carefully. The task is tha t 
you have to describe a place, which you have 
visited very recently. 
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[After few seconds Testees D begins] 
Testee D : Last month in July, I have got a chance to 
visit Qahera with my family. We 
see Pyramids of Qahera 
There we saw 
Ibn-al-Masood pyramids who was the 
king of ansient Misr I 
was very It was very large 
pyramid and cover a very 
large area. At the base it 
was about 500 
meters and it and 
its height is about 600 the Ibn-
Masood was the very powerful king of the Misr 
ancient Misr and 
they have three three queens 
at tha t time an 
the mainly the pyramids are 
const i tu tes with the stones the 
length of the stones are gen 
about two and a half half of a 
general person their 
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shape, the pyramid this pyramid 
was constituted about eighty thousand stones 
on it 's a 
large pyramids 
D. Role-Play 
Tester (Pointing to Testee E) Suppose you have lost 
your bag and go to police station to report the 
incident. (Pointing to Testee F). And you are a 
police officer. Ask for the details. 
[After some time the Testee E and the Testee F begin to talk] 
Testee E Excuse me sir. 
Testee F Yes. 
Testee E : 1 have lost my bag, sir. 
Testee F Where 
Testee E : At the super market 
Testee F O.K. Tell me the details. 
Testee E What 
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Details about the bag 
E : The bag is a small an the 
colour is yellow 
F : What's the size? 
E : An I I think it 
should be around ten to fifteen inch. 
F : O.K Do you have in 
anything in your bag. 
E : Yes, Sir my books 
for these and one 
hundred rupee also these 
F : O.K. 1 have written your complaint against 
this 
E : O 
I will in investigate as a 
I will 1 have taken information from you. 
E : Thank you, thank you, sir. 
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Communicative Approach 
Before beginning the tasks brain-storming session has 
been gone through for some time for each task. 
A. Learner-Learner Joint Discussion 
Tester : Yes, come to the main task. You are supposed 
to discuss the impact of the television on 
human life. You have to point out the positive 
and the negative effect of television. And also 
you have to reach on an agreement. So, please 
start . 
[After the tester 's instruct ions, the testee Ai and Bi thought 
some time and began talking]. 
Testee Ai : Everybody knows that this age is 
Information technology 
why not we discuss about the 
Television It's a very important 
a ... aspects The human life. Now a 
days, we know that, we can get information 
By the several resources. Television is 
the best way to see .... And The 
Audio-visual method of the news and 
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everything. We can see the live what 
incident happened in Brunai Dubai or 
anywhere in the Country, but in India 
also we can find 
(Here the testee spoke good enough) 
Tester (Pointing to Bi): You can interfere you can 
disagree if you like to. Go on. 
(Receiving encouragement from the tester Bi starts talking) 
Bi : O.K. Yes is O.K It is very 
best means to broadcast our ideas and 
Communications but, I think, it is 
also leaving A lot of bad bad .... 
impact over the society and our and our 
culture and our homes and and 
and And so many on. 
Ai : Which kind of talking you are 
Bi : An 1 think there the T.V.is our 
Our very much impacting the our 
children .... He is disturbing his it is 
disturbing their reading. 
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Tester (Pointing to Bi): You are looking nervous! Carry on! 
Yes? You were saying T.V. dis turbs the 
children or you can say it affects the study of 
the children. 
Bi : Yes it is. 
Ai : Its going on because he is talking about the 
child which which 
the wrong impact. 
Tester : Very good, go on 
Ai : Yes '., they are loosing the time in the 
enter tainment , and , and so 
many things, they are busy in the sports also 
and so many times 
they they consuming their times at 
the television. 
Bi : That 's why tha t ' s why 
I say That 
That As you say 
earlier talking, I think, the positive aspects . 
Bi : Listen me 
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Ai : Yes 
Bi : As as Ai says 
earlier that Ye 
The television is best means to communication 
our ideas And 
Information Through one 
country to another country and very 
far region. That 's why America 
and western countries are very far from our 
India And They 
are very They are very advance 
in cop In training 
In speaking and in their 
actvities So they are 
communicating to India and 
but Indian 
culture and Indian society not 
able to a a not 
able to adopt these activities and so 
they I think 
they are creating a lot of 
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dis turbance in our society. And 
now the 
(Here the testee expands his knowledge in regard to topic) 
Ai : No, no 
Tester : Don't take the high aspects . Let's be more 
simple. Some example from day to day life, 
perhaps? 
Ai : I would like to say something about that 
its very actually is 
based on the British We can say 
the pronunciat ion, because we are the Indian 
speakers We are the second 
language 
Bi : But it is it is it 
also 
Ai : Cannot function 
Bi : Man bore picture Man bore 
feature films which is also impacting our 
society 
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Ai : No, no, we have highlighted the American 
society 
Bi : But children not respecting our 
elder This This is 
the cause that ' s we are not 
Ai : No, no This time India is also 
running so many inst i tutes 
Which we learn English from the beginning 
Bi : But, for your kind information 1 would like to 
call I would like to repeat there 
are so many Ashram like house are opening in 
India which is old Our elders 
are going to reside these instead of 
(Self correction by the testee and an improvement in his 
performance) 
Ai : In every time we can 
we have talked about the upper 
class in society 
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(Self correction by the testae) 
Tester : Yes, we are coming to the end of the 
discussion. You have to reach an agreement. 
So are you in agreement, then? 
Bi : I'am agree tha t it is the best means to 
communicate the Communication 
and the information from one country to 
another country. But I think it is also leaving 
bad impact over the society. 
(Improvement in the language presented by the testee) 
Ai : Yes, of course 
Tester : Oh, so you do agree with his argument. 
Bi : Yes 
Tester : Good! 
Bi : Yes, yes, but I'm also agree with my aspects 
too. Do you agree with me. 
Ai : Yes, I agree with your points but not fully 
satisfied with that . 
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Tester : I think you adopting a double stand point! 
Bi : Yes, you can't denied this. TV is also 
benefiting our society, but it is leaving very 
bad effect on our society, so, this is the two 
things going parallel or co-lateral with each 
other so you can' t neglected one 
thing. 
(Here the testee is showing the power of analysis and 
decision making) 
Tester : What's your conclusion, then? 
Bi I think , its O.K. 
B.Story-telling 
Tester : You have read the passage. Now you have to 
re-tell the whole story in your own words. You 
have to use new vocabulary and s t ruc tu res . 
So, please start . 
[A Testee Ci, begins to tell the story ] 
Testee Ci : Yesterday, 1 went Ajmer by train. The train 
was about to come and the ticket was 
225 
and the It was 
not possible that I took ticket from the 
booking office, because so many crowds and 
It was very difficult for me that 
if I go for ticket 
It was not possible to take the train. And when 
I stepped in the train In the 
compartment , it was It s tar t 
Now And 
(Self correction by the testee, but he shows nervousness) 
Tester : Yes, yes. You stepped onto the train without a 
ticket. 
(The testee continues more cofidently after getting 
encouragement from the tester) 
Testee Ci : Yes. I stepped in a compartment and looked 
for T.T. but he was not there. After 
after two station passed, I 
stepped down on the platform and looked for a 
T.T. I met a the T.T. and 
request him him to make me 
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my ticket. And 
And he is a kind person and made my ticket 
ticket by charging some fine. 
And then then I have no money 
Unfortunately, I saw a friend of 
and I take some money from him. 
(Self correction by the testee) 
C. Description 
Tester : Suppose you have visited Agra last month. 
Describe the important places there, Don't 
forget to describe The Taj Mahal and Red Fort. 
OK, lets begin. 
[Testee D Star ts describing] 
Testee D : Last month I got a chance to visit Agra with 
my friends. We arrived in Agra by bus 
and at the water 
box area, where from where we 
take a tempo to Taj Mahal and it 
was the first time when I see Taj 
When I got opportunity to 
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From water box we arrived to 
Taj Mahal And it was the first 
opportunity to look Taj Mahal. Oh! 
As I saw it was a beautiful creation by the 
man. It was very beautiful white colour 
Oh! 1 can't explain in my words. 
Unbelievable. It was very large in area. And 
si tuated at the bank of the river 
What is the name of the river 
Tester : Yamuna. 
(Help from the tester) 
Testee D : Yes, it is Yamuna where the Taj Mahal is 
si tuated. And the Taj Mahal was built by 
Shahjahan, Shahansha of that time, for the 
memory of his queen Mumtaz Mahal. So 
Then after visiting Taj Mahal we 
went to see Red Fort. Red For is also a very big 
and built by red stones. It is 
very big and 
Most of the part of the Red Fort is now closed 
and We have not much time to 
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visit the whole Qila, but we visited a lot of part 
of it. Most of the part of the Red Fort is 
decaying and and no care has 
taken from the Government and 
Taj Mahal is very beautiful in comparison to 
Red Fort. 
(The task is well performed by the testee - shows fluency and 
language control) 
D. Role Play 
Tester : (Pointing to Testee Ei) suppose you are a 
police officer. A s tudent comes to you. He has 
lost his bag and wants to report the incident. 
You have to ask the detail about the loss and 
about the bag. Details may be about the time 
and place of the incident and the size and 
colour of the bag. You are also supposed to 
write the details in FIR register. (Point to 
Testee Fi) And you are the s tudent and you are 
supposed to answer all the quest ions. Yes, lets 
s tar t (Pointing to Ei) you are, of course, the 
Police Officer. 
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[Testee Ei and Testee Fi begin talking] 
Testee Fi : Sir. 
Testee Ei : Yes. 
Fi : I have lost my bag. 
El : So. 
Fi : I have to report the incident. 
El : Ye Where you have lost your 
bag. 
F I : I lost my bag at railway station 
El : Railway station 
Fi : At platform No.2 
El : Railway station.. . . And where was you when 
the bag was stolen. 
Fi : Actually, I was not there. I was 
getting something from a shop. 
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El : What do you think, what was the actual size of 
the bag. 
Fi : It was twelve into fifteen inch. 
El : It was 12x15 inch and you are 
you have put somewhere your 
bag and you are wondering somewhere some 
where walking over the 
platforms 
Fi : Actually, I was coming from Delhi and 1 have 
kept some important books 
Tester (pointing to Testee Fi) : Yes, yes go on. 
(On getting encouragement from the tester, testee Fi proceeds) 
Fi : Yes, there are some important books inside the 
bag. 
El : And you have left your books somewhere. 
Fi : Yes, of course. 
El : For stoling! 
Fi : Yes no, no 
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Tester : Yes, carry on 
El : O.K. What was the colour of the bag. 
Fi : It was smoke gray colour 
El : So, what you want now. You want to complain 
for your bag 
Fi : Yes, that ' s why I came here. 
El : O.K. 
Fi : I want your help. 
El : So, what 's your name 
Fi : Mukesh 
El : Mukesh O.K I 
have written your complaint and your FIR No. 
is 52A/02. Note down the number. I'll try my 
best to recover the bag. As I got the bag, I'll 
inform you. 
Fi : Thank you, thank you sir. 
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5.5 Interpretation of Test Results 
Interpretation of a test result is an important step in 
the process of testing. The interpretation of the results of 
the present test has been done by keeping the following 
aspects in mind. 
1. Interpretation in terms of the specific test. 
2. Interpretation in the light of s tudent ' s 
background. 
3. Interpretation in the terms of the decision to be 
made. 
4. Verification by supplementary evidence. 
Interpretation of the resul ts is done on raw scores. So 
first of all one has to analyse the scores of the s tudent in a 
test. As the test is administered by two different 
approaches-tradit ional and communicative-the analysis and 
interpretation of the resul ts should be different. The resul ts 
of the test are tabulated and interpreted separately 
according to the approaches . 
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Table 5 .1: Traditional Approach 
s. 
No. 
1. 
2. 
3 . 
4. 
Tasks 
Learner-
learner joint 
discussion 
Story-telling 
Description 
Role-Play 
T e s t e e s 
A 
B 
C 
D 
E 
F 
Maximum 
Mark 
15 
15 
10 
10 
15 
15 
Marks 
Obtained 
07 
08 
05 
04 
09 
08 
Percentage 
46.6 
53.3 
50.0 
40.0 
60.0 
53.3 
Interpretation: There are four tasks in the present te$t. All 
the tasks are of different na ture . All the tasks are marked 
on the following criteria according to the performance of the 
testee in each. 
Grammar 
Vocabulary 
Pronunciation (stress 85 Intonation) 
Style and fluency 
Content (Information) 
As na ture of the tasks are different, there may be a 
difference in the behaviour of the testees in each task. There 
are two tasks in the test which are interactive in na ture . In 
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the interactive type of task one participant may get affected 
by the other. Their performance is somewhat dependent on 
each other. There are differences in their marks (Table 5.1) 
in each task. The other two tasks are of monologue nature . 
In these tasks the performance of the testees depends wholly 
on their own strategies. 
As the marking in traditional approach is done on the 
final performance of the testees, the role of the testees 
becomes important. The performance of the testees in the 
task should be better for better results . The scorer sees only 
the final {Product. He does not analyse what goes in process 
of the task performance. 
The format and the language of the task is equally 
responsible for the poor or the better performance of the 
testees in the test. The techniques of the test affects the 
performance of the testees too. 
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Table 5.2: Communicative Approach 
s. 
No. 
1. 
2. 
3. 
4. 
Tasks 
Learner-
learner joint 
discussion 
Story-telling 
Description 
Role-Play 
Testees 
Ai 
B i 
C i 
D i 
E, 
Fi 
Maximum 
Mark 
15 
15 
10 
10 
15 
15 
Marks 
Obtained 
10 
10 
07 
08 
12 
11 
Percentage 
66.6 
66.6 
70.0 
80.0 
80.0 
73.3 
Interpretation: The tasks in the communicative approach 
are the same as the traditional approach. The scoring, in 
this approach, has been done differently from the traditional 
approach. Here, the scoring has been done according to the 
following criteria: 
Size 
Complexity 
Range 
Speed 
Flexibility 
Accuracy 
Appropriacy 
Independence 
Repetition 
Hesitation 
These criteria for marking reveal that the marking in 
this approach should be process-based. Marking is done 
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while the test has been going on. Each testee has been 
marked on how he has performed in each task. In this 
approach the tester or scorer has emphasized on whether a 
testee is able to communicate in a part icular situation; 
whether he is about to produce language items correctly to 
a certain extent; whether he is able to ask quest ions or give 
s ta tements in a part icular situation; whether he is able to 
correct his errors in the process of his performance etc. 
In this approach the tester has a greater responsibility 
than the testee. The presentat ion of the task affects the 
performance of the testee consequently, the resul ts will get 
affected. It is the responsibility of the tester to encourage 
the testee to speak. The techniques used by the tester for a 
part icular task may also affect the performance of the 
testee. 
For the present test through communicative approach 
all the aspects have been considered. The task has been 
presented in all possible better methods. The testees have 
been encouraged in between the performance to speak. The 
tester has encouraged the testees by giving some hints , by 
providing information, basic vocabulary and s t ruc tures and 
by passing comments . 
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By comparing the resul ts in the traditional approach 
and the communicative approach, it is seen that the testees 
in the traditional approach have scored between 40% to 60% 
marks . On the other hand, the testees in the communicative 
approach have scored between 60% to 80%. The minimum 
marks scored by the testees in the communicative approach 
are more than the maximum marks in the traditional 
approach. 
The high scoring in the communicative approach is due 
to the presentat ion of the tasks in proper manner . There are 
some strategies applied by the tester and the testees. The 
strategies applied by the tester are the following: 
1. The tester applied a proper technique in the test 
whenever needed. 
2. He provides all the information regarding the tasks . 
3. He helps the testees in between the performance. 
4. He encourages the testees to speak. 
Strategies applied by the testees are the following: 
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1. The testees improve their performance by getting help 
from the tester. 
2. They show confidence by getting encouragement from 
the tester. 
3. They correct their errors on their own during the 
performance. 
By applying these strategies, one can improve in the 
performance in the communicative approach to testing. The 
traditional approach does not allow the use of these 
strategies. This difference in the two approaches leads to the 
difference in the resul t of the testees in the two approaches. 
5.6. Discussion on the Test Results 
The comparison of the resul ts of the two approaches 
shows that there is a difference in the marks obtained by 
the testees in different tasks . The tasks are same for both 
the approaches. The testees are from the same age group 
and the levels of the testees are the same. The difference in 
the resul ts of the two approaches shows that there are 
differences between the two approaches. 
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The two approaches differ in the format and the 
language of tasks . The language of the tasks in the 
traditional approach is direct and straightforward, while the 
language of the tasks in the communicative approach is 
guiding type. In the traditional approach, the tester has 
presented the tasks and left the testees to perform. On the 
other hand, in the communicated approach, the tester has 
presented the tasks in well manner in front of the testees 
and encouraged the testees during the performance. He has 
provided information and where needed he has provided 
some basic vocabulary items and grammatical s t ruc tures . 
Scoring in the two approaches has been done 
differently. In traditional approach the scoring has been 
done on the final performance of the testees. But, in the 
communicative approach the scoring has been done in the 
process of the performance. The marking criteria in the two 
approaches are different. 
Apart from the above reasons regarding the differences 
in the resul ts of the two approaches, there may be other 
reasons. There may be the factor of reliability of the scoring. 
The scoring may be subjective. Or the testees may get 
disturbed at the time of the test administrat ion. 
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The present test has been administered in internal 
assessment setting. It is believed that a teacher is a real 
assessor of his students. Because he knows all about his 
students. He knows the background of the students from 
where they are coming. He also knows the strengths and 
weaknesses of his students. 
The communicative approach provides a place for the 
tester in the test; but, the traditional approach does not. In 
the communicative approach the tester can participate 
actively during the test is administered. On the other hand 
the tester in the traditional approach is merely an observer. 
In this situation, if the tester is the class teacher, the 
communicative approach may give a better result of a test; 
on the other hand, the traditional approach may not. 
Because, there is in-process scoring in the communicative 
approach and the tester can apply his knowledge about the 
testees. So, it may be said that the communicative approach 
to language testing proves to be a suitable approach in the 
internal assessment setting. 
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From the beginning, it was the view of the present 
study that the investigation might constitute a probe of the 
hypothesis, but not proof. There are three aspects in the 
study. These aspects are Internal Assessment, Oral Test and 
Communicative Language Testing. An attempt has been 
made in the present study to analyse these three aspects in 
a relative manner . A sample oral test was conducted in 
internal assessment setting to examine the validity of the 
objectives and hypotheses and to check the applicability of 
internal assessment in language testing and the 
applicability of the traditional and the communicative 
approach of language testing in internal assessment setting. 
A part of the study (chapter-2) focussed on internal 
assessment . It is assumed that a teacher knows his 
s tudents very well and can judge his s tudents ' performance 
in a proper manner . The idea behind the internal 
assessment is that a teacher is the tester of his s tudents . 
Internal assessment provides an opportunity to assess all 
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the educational activities of the s tudent on the campus . 
Day-to-day activities of the s tudents and their progress 
cannot be assessed at the end of the session and by an 
external examination system. It is possible only when the 
assessment is done internally at the inst i tut ion and when 
the assessment is cont inuous during the course of time. 
Astin et al., (1996) asser t "assessment is a process whose 
power is cumulative. Though isolated, 'one-shot ' a ssessment 
can be better than none, improvement is best fostered when 
assessment entails a linked series of activities under taken 
over time. This may mean tracking the process of individual 
s tudents , or of cohorts of s tudents ; it may mean collecting 
the same samples of s tudent performance or using the same 
ins t rument semester after semester. The point is to monitor 
progress toward intended goals in a spirit of cont inuous 
improvement..." There are some weaknesses of internal 
assessment , but it is less as compared to its advantages. 
The most important advantage of the system is the that it 
provides immediate feedback to teachers and s tuden t s who 
can improve their efficiency. The weaknesses in the 
s tudent ' s knowledge and performance can be identified after 
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proper diagnosis, and a remedial programme may be 
prescribed. 
The next aspect of the study is the oral test . An oral 
test is different from other tes ts . It is the test of production. 
The tes ts of listening comprehension, reading 
comprehension, grammar, etc. can be tested indirectly. But 
a test of production such as an oral test cannot be tested 
indirectly. Some forty or fifty years back oral ability was 
tested indirectly by dividing it into its components such as 
discrimination of speech sounds , marking of correct s t ress 
and intonation pat tern etc. Ndw the situation has changed. 
The oral performance is tested directly. This shift is due to 
the shift in teaching. Now the emphasis is on 
communication. Jones (1985) says, " , some direct oral 
tests are more or less direct than others. Every test is to 
some degree contrived. When 1 am speaking to one of my 
s tudents in an oral test and I ask about hobbies or music or 
what he or she had for breakfast, that s tudent probably 
knows tha t I am not terribly interested in learning all this; I 
merely have a job to perform. Real direct test of a person's 
oral performance would require surrepti t ious observation 
over a period of several days or even weeks ". 
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But there are some weaknesses in the oral test. Berkoff 
(1985) asser t s , "It is no secret that the testing of oral 
proficiency is one of the weakest items in our testing 
battery. Today both validity and reliability are suspect, with 
the result tha t the oral test is usually relegated to the 
bottom of the scale ". These weaknesses can be 
minimised if some care is taken. One has to be careful in 
the selection of the tasks and elicitation techniques. There 
should be fixed criteria for scoring. Before administering the 
test one should take care of the physical facilities available, 
people needed in conducting the test and time required 
completing the whole process. 
Communicative approach to testing tries to solve all 
the problems that arise in the oral test. Communicative 
language test is tha t which makes an effort to test language 
in a way that imitates the language used in real 
communication. It helps in the selection of the au thent ic 
tasks and the authent ic and valid elicitation techniques. The 
communicative approach also provides a more valid and 
reliable criteria for scoring the oral test. 
The concluding part of the present study analyses the 
data collected from a sample test. An oral test was 
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conducted in internal assessment setting with two different 
approaches - traditional and communicative - of language 
testing. The tasks were the same for both the approaches. 
The results of the test with these two approaches were 
tabulated and interpreted separately. After that there was a 
discussion on the result. This shows the difference in the 
result of the two approaches. This difference in the result 
points out that surely there are some differences between 
the traditional approach and the communicative approach of 
language testing. 
The discussion on the findings reveals that internal 
assessment system is better for language testing especially 
for testing of oral ability. Because a class teacher knows the 
knowledge of a student and checks the progress of his 
students time to time. The results of the test show that the 
communicative approach is better one in comparison to the 
traditional approach of language testing. If the degree of 
comparative suitability of the two approaches in internal 
assessment is seen, then it can be said that the 
communicative approach of language testing is a suitable 
one in internal assessment setting in comparison to the 
traditional approach. Internal assessment setting provides a 
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chance to the class teacher to assess his s tudents ' 
performance. And it is believed that a teacher is a better 
tester for his own s tudents . He knows the s t rengths and 
weaknesses of his s tudents . It will give a better result if he 
applies communicative criteria to assess his s tudents ' oral 
ability. 
The present work is surely not an end, bu t a fine 
continuation in the field of language testing. Suskie (2000) 
s tates: "As we continue our search for fairness in 
assessment , we may well be embarking on the most 
exhilarating stage of our journey. New tools such as rubrics , 
computer simulations, electronic portfolios are giving 
us exciting, feasible alternatives to traditional paper-and-
pencil tests . The individually custom-tailored assessments 
that seem hopelessly impractical now may soon become a 
reality. In a generation ... may be less .... it is possible that 
we will see a true revolution in how we assess s tudent 
learning, with assessments tha t are fairer for all .... but only 
if we all work toward making that possible". 
To get a better result from an oral test through 
communicative approach of testing in internal assessment 
setting one should be careful about the following: 
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1. The purpose of the test should be specified. 
2. The needs of the learner should also be specified. 
3. One has to be honest in marking in internal 
assessment . 
4. Care should be taken when applying the 
communicative criteria. 
5. There should not be a judgement about the 
s tudents , but a careful assessment of the 
s tudents ' performance. 
The above suggestions are of a general na ture . These 
may not be applicable in all the c i rcumstances . The teacher-
testers should choose their own strategies according to the 
needs and means for a part icular test in a part icular 
environment. 
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APPENDIX-A 
QUESTIONNAIRE FOR TEACHERS 
This questionnaire aims to seek opinions, on some aspects of testing 
and evaluation of the persons who are directly or indirectly related to 
teaching and testing. This questionnaire is related to my research work for 
collecting data. There are some questions on some aspects of testing and 
evaluation and each question contains options. Please tick ( ) one option of 
your choice and write a few lines where necessary. 
1. Which of the following modes of testing is better for testing language? 
(a) Oral 
(b) Written 
(c) Both 
2. Can any one mode (Oral or written) test all the skills and aspects of 
language? 
(a) Yes 
(b) No 
If yes, which mode is more effective? 
Oral 
Written 
3. Which of the following modes of testing provides maximum validity to a 
test? 
(a) Oral 
(b) Written 
4. Which of the following modes of testing provides maximum test 
reliability? 
(a) Oral 
(b) Written 
5. Which of the following modes of testing provides maximum scorer 
reliability? 
(a) Oral 
(b) Written 
6. It is believed that oral test mode gives less reliability to a test. Can we 
improve the reliability? 
(a) Yes 
(b) No 
If yes, suggest two or three measures 
7. Should there be internal assessment in the process of language testing? 
(a) Yes 
(b) No 
8. What should be the percentage of internal assessment in language 
testing? 
(a) 20% 
(b) 25% 
(c) less than 20% 
(d) more than 25% 
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9. How many tests should be served for internal assessment in a session? 
(a) 1 
(b) 2 
(c) 3 
(d) more than 3 
10. What should be the mode of internal assessment in the process of 
language testing? 
(a) Oral 
(b) Written 
(c) Both. 
11. If we use both oral and written test mode for internal assessment, what 
should be the share of each mode? 
Oral Written 
(a) 50% (a) 50'X, 
(b) 30% (b) 70'X. 
(c) less than 30% (c) more than 
12.If the mode of internal assessment is oral, will it create any problem for -
(a) Testers 
(b) Testees 
13. Which of the following types of problems may a tester face in internal 
assessment through oral test mode? 
(a) In designing the test 
(b) In item selection and gradation 
(c) In test administration 
(d) In scoring 
(e) All the above 
Any other problems you may wish to point out 
14. Can these problems be reduced? 
(a) Yes 
(b) No 
If yes, suggest some measures .... 
15. If the problems may be reduced by communicative approach, is it possible 
to evolve a theory of communicative language testing? 
(a) Yes 
(b) No 
If yes, write few lines 
16. Is it possible to test through communicative approach if the teaching has 
been done by other than communicative approach? 
(a) Yes 
(b) No 
2 6 3 
17.Is it possible to test all the four skills of the language through 
communicative approach to testing? 
(a) Yes 
(b) No 
18.Is it possible to test all the items of the language through communicative 
approach to testing? 
(a) Yes 
(b) No 
19.Is it possible to use both oral and written modes of testing in 
communicative approach to testing? 
(a) Yes 
(b) No 
20.Does the use of communicative criteria affect validity in testing language 
skiUs? 
(a) Yes 
(b) No 
If yes, validity will increase/decrease 
21 . Does the use of communicative criteria affect validity in testing discrete 
items of the language ? 
(a) Yes 
(b) No 
If yes, validity wiU increase/decrease 
22.Does test reliability get affected in communicative approach to testing? 
(a) Yes 
(b) No 
If yes, reliability will increase/decrease 
23.Does scorer reliability get affected in communicative approach of testing? 
(a) Yes 
(b) No 
If yes, reliability will increase/decrease 
24.1s it possible to test Uterary appreciation through communicative 
approach to testing? 
(a) Yes 
(b) No 
25.Which of the following forms of literature can be tested through 
communicative approach to testing? 
(a) Poetry 
(b) Drama 
(c) Novel 
(d) Short Story 
(e) All the above 
Thanking you for your cooperation and investing you r precious time. 
Please give some details about yourself: 
2 6 4 
Name 
Department 
Field of Specialization 
Teaching at (1) Senior Secondary level 
(2) Graduate level 
(3) Post-graduate level 
Are you involved any internal assessment of student? Yes/No. 
Signature 
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APPENDIX-B 
QUESTIONNAIRE FOR STUDENTS 
This questionnaire aims to seek opinions of the students who 
are pursuing a language course in the University. This questionnaire 
is related to my research work for collecting data. There are some 
questions on some aspects of examination and each question contains 
options. Please tick ( ) on the option of your choice and write few lines 
where necessary. 
1. Do you think that the present system of examination tests your 
language skills sufficiently? 
(a) Yes 
(b) No 
If your answer is no, what skills are being neglected 
2. Do you think that a language test focuses special attention onilyjy 
one skill? 
(a) Yes 
(b) No 
3. Language proficiency/skill can be measured through internal 
assessment in a better way. Do you favour the statement? 
(a) Yes 
(b) No 
4. Which of the following modes of examination is better for testing 
language and why? Answer in one or two sentences. 
(a) Oral 
(b) Written 
(c) Both 
5. Which of the following modes of testing is suitable for internal 
assessment and why? Answer in two or three sentences. 
(a) Oral 
(b) Written 
(c) Both 
6. If internal assessment is conducted through both the modes (Oral 
and written) what should be the ratio? 
(a) 50:50 
(b) 40:60 
(c) 30:70 
Any other , 
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7. Do you face any problems in viva-voce examination? 
(a) Yes 
(b) No 
If yes, specify the problems 
8. Do you face any problems in written examination? 
(a) Yes 
(b) No 
If yes, specify the problems 
9. If the internal assessment is conducted through oral mode, do you 
face any problem? 
(a) Yes 
(b) No 
If yes, specify the problems 
10. Suggest some measures to minimize the problems in internal 
assessment through viva voce examination. 
Thank you for your cooperation and investing your precious time. 
Please give some details about yourself: 
Name: 
Class: 
Mother Tongue: 
Signature 
